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Abstract

The purpose of the study was to explore the cuperdeptions of adults who
were enrolled in the gifted program of the St. IsoRBublic Schools in the fall of 1959 or
spring of 1960. At this time in history the Coldawivas a reality and the U.S. enacted
the National Defense Education Act (NDEA) to firdeinted young people and give
them the opportunity to excel academically. Thagpam in this research was already in
place when the NDEA was put into effect. A poob&fpotential subjects was identified
and 33 accepted the invitation to participate. f@search question was, “How did the
St. Louis Public Schools gifted program contribiatéhe lived experience of the students
who started in the program in 1959 and 19607?”

A multiple case study method was determined tdhbébest fit for this study.
Interviews were conducted in person, by telephartgye-mail. From the interview
transcriptions, the story of each case contribtaealbigger story of all the cases.

After completing the interviews and data analysésjen themes emerged:
expectations, social, label, spiritual/religiouapact, lack of high school support, and
lifetime well-being. Another significant findingas that approximately 90% graduated
college with at least a two-year degree at a tirherwless than 52% of high school
graduates even attended college, albeit the enggtrimary school pull-out program
experience was followed by a less-than-enrichirgisdary school experience that
lacked academic and college advising.

The participants had an overall positive opinionh&fir lived experience of being
labeled gifted. The most salient finding was ttiér satisfaction, with an implication

that positive labeling and a subsequent self-fil§jl prophesy contributed to it. Further



research should be conducted on the relationstvpelea positive labeling and life

satisfaction with students not identified as gifted
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LIFETIME EXPERIENCES OF BEING GIFTED 1

Chapter 1: Introduction
Background of the Study

In recent years, there has been much effort exgeimdereserving natural
resources such as oil and timber reserves, wiltafgitat, and clean water because of
previous neglect and political pressure. And a@uedonomic conditions, budget
constraints, and political pressure, gifted stusleepresent another resource being
neglected. The No Child Left Behind Act enacte@®®1 is an educational reform plan
based on a four pronged approach: “stronger stdeeagcountability for students’
proficiency, increased flexibility for state anat& control in the use of government
education funds, expanded school options for payamid an emphasis on proven
teaching methods” (“Gifted 101,” 2008, p. 1). Tdwt also uses a broader definition of
giftedness based on high achievement—not just atad#y but in creativity, leadership
abilities, or specific academic fields. Howevée tesults of this well-intentioned
legislation may not have accomplished all that esgsected of it.

By reducing the funding of gifted programs to irase the funding of
underperforming student programs or perhaps elitimgayifted programs all together,
school districts seem to have made the assumptairgifted students will be fine, that
they are smart enough to learn what they wantamlen their own.

Statement of the Problem

Gifted programs have evolved over time in this ¢cguand each has been unique
in its design and sustainability based on stakedr@ddpport, designer creativity, funding,
and political climate. Typically, gifted prograrage evaluated from the perspective of

those who are educated in the field. There iguide for how to design a gifted
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program that is informed by the perception of thwbe experienced it years earlier.
Many American students have been or are curreeilygoeducated in gifted programs.
Student perceptions of lifelong effects of beingelied gifted and participating in a
particular gifted program that is described in desdacking. Some districts practice
ability grouping or tracking, while others focus detracking, preferring to offer the
same educational opportunities to all studentsrdbgss of ability. Some districts design
pull-out programs where gifted students are givendpportunity to be with other gifted
students for perhaps an hour a day or one day k. wéederstanding the student
perceptions of the lifelong effects of one unigifeed program from the past that labeled
them gifted could inform designers of gifted pragsaof the future—what were the
perceived strengths to build on and the perceiveakwesses to address.

As a student selected to be part of a gifted pragrathe St. Louis Public
Schools, | reflected on my lived experience of gdabeled gifted and participating in a
gifted program as a child and | wanted to invesédhe reflections of other students in
the same program to make meaning of the sharedierpe and its effect then and
lifelong. The focus of this research was narroteed gifted program that started in the
1950s in the St. Louis Public Schools, of whiclet®me a part in 1959. | foreshadowed
the stories of their lives based on the story oflifley—satisfying and successful, but side
stories emerged that resulted in new insights niyt @bout the unique program but about
me that could be used to inform current educatogspsrogram organizers of gifted
children.

The gifted program in the St. Louis Public Schg@tem began in 1956. This

research explored the 50-year lived experiencg@auicipants who started the gifted
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program as fifth graders in the fall of 1959 orisgrof 1960. During the 1960-1961
school year, the gifted students were put in coteplesegregated classrooms from fifth
through eighth grade in several different gradestshin the southern part of St. Louis,
Missouri. After eighth grade, the gifted prograrmsmo longer a pull-out program, but
instead was part of a tracking program in high s€hén other words, gifted high school
students were placed in regular classrooms withlaegeachers. Students sometimes
found themselves in classes with much older, lestsvated students. This “culture
shock” manifested itself in various ways from cdsi@dding to rather harsh teasing from
classmates not in the gifted program.
Purpose of the Study

The purpose of the study was to explore the cuperdeptions of a group of
adults who were enrolled in the gifted programhaf t. Louis Public Schools in the fall
of 1959 or spring of 1960 on the lifetime experiewnt being labeled gifted and having
participated in a new and unique gifted progranhwg strengths and weaknesses. A
pool of 62 potential subjects who had participatethe gifted program was identified
and 33 accepted the invitation to be interviewedHd study. Not all of them
participated in the gifted program uninterrupteshirfifth grade through high school;
however, all the participants graduated from thmeshigh school in 1967 and all the
participants started in the gifted program durimg 1959-1960 school year and
participated in it for most of the time from 19@01967. Though a few opted out of the
high school tracking program, all participatedydk the elementary level. The

participants were asked questions pertaining tio éxgperiences, both good and bad,
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while in the program. They were also asked aboutl@ng-term effects of the program
on them and their relationships with other peoplfa time and throughout their lives.
Research Question

How did the St. Louis Public Schools gifted progremmtribute to the lived
experience of the students who started in the pragn 1959 and 19607?
Significance of the Study

Higher IQ students have special needs, just asrlWer disabled students, in
areas of social issues, motivational issues, andatbnal needs (Cloud, 2007). By
exploring perceptions of adults who participatea igifted program as a child, such as
the one described in this research, | will addheodiscussion of gifted education that
may increase the understanding of lifelong effettseing labeled gifted and
participating in a new and unique gifted progra@ioud (2007) argued that society
benefits if the high-1Q students’ special needsaaldressed with the same funding and
resources as the lower IQ students. Stakeholdegified programs (parents of gifted
children, administrators and designers of suchnamg, teachers in such programs,
university gifted teacher education program orgarsigmay be interested in the results of
this research.
Conceptual Framework

The conceptual framework of this research is basetthe reflective thoughts of
33 participants of a gifted program in the St. Isopiiblic school system during the
1950’s and 60’s and includes reflection and nareatinalysis, positive labeling, and self-
fulfilling prophesy. The reflective nature of tratudy (the 50 year recollections of a

group of students in a specific gifted program) #relanalysis of their responses to the
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guestions provide a collective glimpse of the dffédahe program and all that goes with
it (e.g., being labeled gifted) on their lives. caeding to Riesman (1993), “The purpose
[of reflection and narrative analysis] is to se&/hrespondents in interviews impose order
on the flow of experience to make sense of everdsaations in their lives” (p. 2). As
each interview was analyzed, individual views betgaform distinctive patterns and
those patterns added to the collective view ofgifted program and of being labeled
gifted. “And from the analysis of the responsesjective interpretations can be made”
(Rosenwald & Ochberg, 1992, p. 4). From thesepnéations and the concept of self-
fulfilling prophesies (Merton, 1948), | predictduht the study subjects would think of
their lives as enriched and successful becaudeedifted labeling early in life.
Limitations

Two key limitations to the study were the instrutseguestionnaire and
interview questions) and the generalizability cfulés—the questionnaire and interview
guestions were not proven reliable and valid antegdizability of the results was
limited because of the uniqueness of the prograhere were other limitations. The first
was finding the participants. | identified 62 pb$s participants and locating them after
nearly 50 years was a challenge. After locatingmasy as possible and calling them for
verbal consent, | had 33 who were willing to paptate in this study. Another possible
limitation was the lack of diversity in the studsogp. The 62 potential participants were
all Caucasians. This was because of the demogsphthe city of St. Louis during that
time. Another limitation, which directly influendeanswers to the interview questions,
was the time span between participation in thedifirogram and the time of the

interviews. This group of participants was testadhis program in fourth grade and
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started the gifted program in fifth grade in thit & 1959 or the spring of 1960.
Recollections sometimes fade over the course obstlryears and some may become
embellished or forgotten altogether. There wasaanling curve to the interview process
for me. The first few interviews had interjectezhunments from me due to my own
excitement when talking about not only their expeces, but mine as well. The last
limitation had to do with geography and availakgilitParticipants were scattered around
the country and although preferred, personal intgrs were many times impossible.
Phone interviews were the first alternative andengtrosen by some while others
preferred to do the interview by e-mail.

One threat to internal validity was researcher-biessearcher bias because | was
a participant in the gifted program and had my pneeived notions and memories of
how it felt to be labeled gifted and to have thigegi program as a life experience, and
reactivity because | may have influenced the inésvees with my presence as one of
their classmates from years ago. | realize thatlttas probably also affected my
interpretation of the interviews to some degreeldaimg cognoscente of the bias forced
me to be more vigilant about the possible influehoeay have on my research.

The effect of me conducting the interviews on thterviewees was not controlled
for, but understanding it was helpful in my disaaesof the results. Another internal
threat was subject characteristics (Fraenkel, Wa8eHyun, 2012). Those classmates
who agreed to be interviewed may have been thosef@lthgood about their lives after
participating in a gifted program as a child. Glaates who did not agree to be

interviewed may have been those who did not feetigbout their lives. Most important
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to this study was my understanding of the limitasi@and how they might affect
conclusions drawn from the findings.
Definition of Terms

Ability Grouping -Class or group assignment based on observed loglwavi
performance. Ability grouping is not the samerasking (National Association for
Gifted Children, 2011, para. 1).

Accelerated Learning A strategy for progressing through education tdsra
faster or ages younger than the norm (NAGC, 20ad3.[2).

Accountability- Holding students, teachers, administrators,ahdr school
personnel responsible for instructional outcomeAGiE, 2011, para. 3).

Aptitude -An inclination to excel in the performance of ataer skill (NAGC,
2011, para. 6).

At Risk- A term used to describe students whose econgisical, emotional,
or academic needs go unmet or serve as barriéagetd recognition or development,
thus putting them in danger of underachieving opging out (NAGC, 2011, para. 8).

Concurrent or Dual EnrollmentMost often refers to high school students taking
college courses, often for college credit. Duab#ment is viewed as providing high
school students benefits such as greater acceswitter range of rigorous academic and
technical courses, savings in time and money arllage degree, promoting efficiency
of learning, and enhancing admission to and reianti college. The terms may also be
used to refer to middle grade students taking bBatool courses and earning credit

towards graduation (NAGC, 2011, para. 13).
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Creativity - The process of developing new, uncommon, orusideas. The
federal definition of giftedness identifies credinas a specific component of giftedness
(NAGC, 2011, para. 15).

Curriculum Compacting After showing a level of proficiency in the basic
curriculum, a student can then be allowed to exgbanstructional time for other
learning experiences (NAGC, 2011, para. 17).

Differentiation- Modifying curriculum and instruction according¢ontent,
pacing, and/or product to meet unique student neetle classroom (NAGC, 2011,
para. 18).

Enrichment Activities that add to or go beyond the existaugriculum.

Activities may occur in the classroom or in a sapasetting (NAGC, 2011, para. 19).

Gifted and Talented StudentEederal Elementary and Secondary Education Act
defines gifted and talented students as

Students, children, or youth who give evidenceighfachievement capability in

areas such as intellectual, creative, artistite@dership capacity, or in specific

academic fields, and who need services and aetwvitot ordinarily provided by

the school in order to fully develop those capéibdi (NAGC, 2011, para. 21)
Many states and districts follow the federal deifom.

Intelligence -The ability to learn, reason and problem solveb#e revolves
around the nature of intelligence as to whethisrain innate quality or something that is
developed as a result of interacting with the esmuiment. Many researchers believe that

it is a combination of the two (NAGC, 2011, par@).2
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Intelligence Quotient (IQ) A numerical representation of intelligence. i$Q
derived by dividing mental age (as determined bingalligence test) by chronological
age and multiplying by 100. Traditionally, an aage 1Q is considered to be 100
(NAGC, 2011, para. 27).

Learning Styles Preferred way(s) in which individuals interactpoocess new
information across the three domains of learnimpiiied in the taxonomy of education
objectives: cognitive (knowledge), psychomotor l{skiand affective (attitude). An
individual’'s preferred learning style is how he/¢barns best (NAGC, 2011, para. 29).

Pullout Program- A program that takes a student out of the reguéssroom
during the school day for special programming (NA@O011, para. 35).

Social-Emotional NeedsGifted and talented students may have affectieelse
that include heightened or unusual sensitivityeib-awareness, emotions, and
expectations of themselves or others, and a sdngstice, moral judgment, or altruism
(NAGC, 2011, para. 37).

Underachieving or Underachievemenri term used to describe the discrepancy
between a student’s performance and their potewtialbility to perform at a much

higher level (NAGC, 2011, para. 42)
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Chapter 2: Review of the Literature

The literature review revealed only a small amafnhformation on the earliest
years of gifted education in the U.S. There islemnce that St. Louis, the city whose
gifted program is at the center of this study, wadsader in gifted education. As early as
1868, the city’s superintendent of schools, Dr.I\fh T. Harris, had discussdide
advantages of promoting pupils for short intenaald of accelerating gifted pupils
through the grades (ERIC Clearinghouse, 20021956, St. Louis was again at the
forefront as the city’s public schools began “agsean designed to give special
educational opportunities to gifted students” (“NBwoject to Begin,” 1955). A group of
students who were participants of the programeénSh Louis Public Schools were asked
guestions about their experiences as participarttsei program and about the effect of
being labeled “gifted” on their lives. The framihigrature was reviewed on the
following topics: history of gifted education, gfiness, gifted adults, world giftedness,
world math and science rankings, the St. Louis ie#hools gifted program of the
1950's, reflection, and self-fulfilling prophecy.
History of Gifted Education

After World War Il, critics and reformers of the Amcan education system
produced a substantial amount of information deigilhe shortcomings of the country’s
educational system (Clowse, 1981). This criticeeemed to be confirmed when, in the
fall of 1957, the Soviet Union launch&gutnik ] the first manmade satellite. Suddenly,
the Russians seemed to have made a great leapdbéngoapabilities of the U.S. and the
perceived threat from America’s cold war enemy beeaery real. This thought brought

great fear to the minds of many Americans and resigihe feeling that the nation needed
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to rapidly improve its scientific and technologiedlilities (Clowse, 1981). The national
government needed to respond quickly to this ctesigstore the country’s confidence.
The government needed to discern why the countsybehind in the space race, and a
consensus grew that the school systems were laigélame for this defeat (Clowse,
1981).

Federal aid to education had long been discusdesvever, problems such as
integration, religion, and a simple fear of cenzed control of education blocked many
earlier attempts to raise education to a leveladiomal concern (Clowse, 1981). Many
found it unconscionable that by 1957 the federakegament had not taken greater
financial responsibility for education, but thoggosed to federal involvement were
willing to use everything in their power to preveimat breakthrough (Clowse, 1981). As
the debate continued in 1957, Sputnik 1l was laeddby Russia. The Sputnik panic
gave the advocates of federal aid to educatioedge they wanted, and eventually the
crisis transformed the politics of federal aid ttueation. The Cold War dictated that the
U.S. mobilize her brainpower at the elementaryhtsghool, undergraduate, and graduate
levels. The American public was of the opiniondttthe nation’s scientific leadership,
perhaps even survival, depended upon changingutsa¢gional institutions” (Clowse,
1981, p. 105).

In 1958, President Dwight Eisenhower signed theddat Defense Education
Act (NDEA) using similar language as is used tostegrder to “strengthen our
American system of education so that it can mesddand increasing demands imposed
upon it by considerations of basic national segufitips & McNeill, 2009, p. 15). The

NDEA was passed because of the growing concernt @yoarican security and
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competitiveness in the wake of the Soviet Unioaisich of theSputniksatellite (Lips &
McNeill, 2009, p. 14). The support was in the fasfmew benefits for college students
and support for elementary and secondary schoatsgmve science, math, and foreign
language instruction. This act set legislativecpdent to provide aid to public and

private schools at all levels, although it was asweeping as some had hoped (Clowse,
1981).

Gifted Children

One important step in gifted education is deciditg will be identified as gifted.
Definitions of giftedness vary, with some professils basing the definition on high
scores on intelligence tests and others basing scholastic achievement (i.e., working
above grade level) or unusual accomplishment é.ehild doing work at the adult level)
(“Gifted 101,” 2008, p. 1). In 1971, former U.Snemissioner of education Sydney P.
Marland Jr. stated that gifted and talented childwere “capable of high performance”
and required “differential educational programs/andervices beyond those normally
provided by the regular school program in ordenetize their contribution to self and
society” (“Gifted 101,” 2008, p. 1).

Regardless of the specific definition used, mostgssionals agree that, because
their intellectual development differs from thattbéir age peers, gifted children have
unique educational requirements (“Gifted 101,” 200Brograms may be integrated into
the regular school curriculum or replace the regalariculum in part or entirely. Gifted
children often have unique learning styles, andescharacteristics of giftedness can be
interpreted as problems in the regular classrodaiftg¢d 102,” 2008). For gifted

students whose needs are not met in the schodisnspnay include distance learning
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and homeschooling (“Gifted 102,” 2008). Gifted edlion can take many different
forms, and no single program may be right foredirhers (“Gifted 102,” 2008).

Other programs for the gifted have also shown semeeess. Acceleration and
enrichment, curriculum compacting, advanced placgy@ad pullout programs have all
had success (NAGC, 2011). Acceleration advancekests to higher levels of study,
which are more suited to their abilities. Skippgrgdes and accelerating the curriculum
are forms of these programs. In partial accelemat student may advance in one area
while maintaining other coursework suitable for tisher age or ability. According to
Kulik (1992), students in accelerated classes campace other same-aged and same-IQ
students, from non-accelerated classes, on acheasversts by one year. In a 2002
study, students who were allowed early entranaeamentary school averaged six
months ahead in achievement and had better selrasind where better socialized
when compared to their same-age peers during the gaar (Rogers, 2002).
Enrichment programs are designed to give giftedesits who are in traditional
classroom settings supplemental material to chgdlehem. Kulik (1992) noted,
“Talented students from enriched classes outperfoitnally equivalent students from
conventional classes by four to five months on graguivalent scales” (p. 77).

Curriculum compacting is when students who can simastery of a subject are
allowed to pursue other learning opportunitiesingsurriculum compacting, 24-70% of
the curriculum of high ability students can be ahated and not affect their performance
or test scores (Reis & Purcell, 1993). Tiools for Schoolghe U.S. Department of
Education reported the positive effects of the cactipg process on teachers and

students and the variety of settings where compgctan be utilized (U.S. DOE, 1998).
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Advanced placement is a program that has becomeasingly more important to
college bound students during the last decadengath the increased popularity of AP
credits, the academic success of the studentggtéthkéncourses followed. Students
completing two or more advanced placement couraes & 76% chance of completing
their undergraduate degree while those taking dmaraced placement course only have
a 59% chance of completing a bachelor degree.c#irAmerican and Hispanic students
who just attempt an AP course in high school areetfimes more likely to complete
their bachelor degree. And perhaps more reveadiniglents who do not attempt any
advanced placement coursework only have a 33% ehafrgraduating with their
bachelor degree (Adelman, 1999).

Programs that allow students to leave the regléaismom setting for certain
periods of the day or week are referred to as ptufpopograms. These classes allow the
student to experience more challenging subjectxpoess more creativity or to pique
their interest in subjects that may not be covamdtie traditional classroom. Vaughn,
Feldhausen, and Asher (1991) stated that partitsparpullout programs develop better
critical thinking skills, are more creative, andheve more because of their participation.
Pullout programs come in many forms. Students atgnd programs for a half-day, one
full day a week, or an hour a day. The remaindéh® student’s school week would be
in the traditional classroom with same-grade sttaleBpecialized coursework is
designed for students who show a great propersitg particular subject and has proven
to be very successful. “Over 99% of the studamtspiecialized math and science high
schools went on to earn a bachelor’s degree oehighith over 50% of the students

continuing in challenging science or math fieldBh¢mas, 2000, p. 5). Because of



LIFETIME EXPERIENCES OF BEING GIFTED 15

budgetary constraints and the standards-basedeemgnts, many states have been
forced to cut the already limited amount of giffgdgrams, forcing an ever-growing
number of families to look at alternatives for thgiited children. One program
alternative is homeschooling. Homeschooling encasses a variety of options: (a)
school at home, (b) part-time school at home, (ehtars, and (d) tutors at home
(Nationmaster.com, 2009).

As in any endeavor, statistics are either importangnored, and this seems to be
true in education as well. Tracking or ability gping have proponents and detractors,
and both sides’ present statistics to support tieiefs. According to Fischer (2004,
para. 2), self-contained, ability-grouped elemegntaath and reading students fare very
well and show significant achievement gains acgoade levels. But at the secondary
level, the debate is less black and white. Lovidita students do better in mixed class
settings and poorer in low-ability-group classisgd. However, the reverse seems to be
the case for thhigh-ability students, who “stagnate in the hetermpusly mixed
classes, but thrive in classes with students oflegjoility” (Fischer, 2004, para. 2).

Swiatek (2001) argued that gifted students befrefih ability grouping because
the specialized instruction they receive allowsritie learn at an accelerated pace.
These students may also experience social befrefitsability grouping, as they are
more likely to fit in with other gifted studentsathh with average or below-average
students. Without opportunities for advanced utdton, gifted students may become
bored with the regular curriculum and experiencaamic problems.

Summarizing the findings of several meta-analytic®s in the literature related

to ability grouping, Kulik (1992) found the effeat$ ability grouping vary depending on
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the specific type of program being used (para.T3)ese programs follow one of three
basic strategies: (a) the same curriculum is usedlf ability groups, (b) the curriculum
is adjusted for each group based on ability, oafjlistments in curriculum and other
features are made specifically for the high-abgitydents. When students are grouped
based on test scores and school records and ajpgfollow the same curriculum
(known as XYZ grouping), little or no improvementachievement is seen (Kulik, 1992,
para. 4). On a grade-equivalent scale, studeriteitop groups in these programs tend
to outperform their non-grouped peers by only alomgt month. In programs that make
adjustments to the curriculum based on abilitydstiis outperform their non-grouped
peers by two or three months on a grade-equivalaie. The programs with the most
adjustment to the curriculum (those that use enrafit and acceleration) also show the
greatest effects; students in those programs dotpetheir peers by almost one year on
a grade-equivalent scale (Kulik, 1992). Basedhase findings, Kulik (1992)
recommended that schools maintain programs of a@teln and enrichment and utilize
grouping programs that adjust the curriculum basedbility, as programs with adjusted
curricula tend to benefit students of all levels.

Pasquini (2002) outlined the positive and negadisjgects of tracking or ability
grouping in schools. The positive aspects forestdslinclude a wider range of classes
and the ability for gifted students to take highdieclasses. For teachers, the positives
included being familiar with and trained for thygé of program and being able to teach
the same basic curriculum but in more depth wittedistudents. Among the negative
aspects Pasquini (2002) identified was the progréansgency to favor upper- and

middle-class White students at the expense of ntiesyespecially African Americans,
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who may be placed unfairly in lower tracks. Trackcould also encourage students to
associate mostly with those in their own abilitggp and discriminate against those in
other groups, and could limit the expectationstodients in the lower groups.

In discussing the possibility of de-tracking sclepétasquini (2002) wrote that
making this change could foster social harmonygragfjual opportunity to all students
and increase expectations of lower ability studeartdl encourage parental involvement.
However, de-tracking might also slow the succeggftéd students. Pasquini (2002)
argued that teachers might lower the expectatibggted students to meet those of the
lower performing students and that the lower sttslaray be subject to unfair discipline.
In addition, some parents might be unwilling togan the increased involvement that
may be required.

Issues with being a gifted child.Gifted children tend to perceive the world in
unique ways and often results in feeling differeoi their peers and becoming isolated
(Freeman & Jensen, 1999). Often, the child’s gareray be tempted to crowd out the
isolation with adult attention, but this is not assarily helpful and may in some ways
hinder the child’s social development (Freeman &s&a, 1999). In fact, according to
Freeman and Jensen (1999), isolation can actualadikantageous to a degree, as it
allows the gifted child “to focus as intently agyhwant (and must) to excel. So ‘alone
time’ is not to be eliminated—just balanced” (pa&ha. Gifted children are often
perfectionists, a trait that has both positive aadative aspects. Perfectionism can
motivate the child to master new skills or knowledand find pleasure in his or her

accomplishments. However, children who are padedts may also be unforgiving of
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themselves and have a hard time going backwardaniing from failure, and
ultimately, perfectionism can lead to pessimisne@fnan & Jensen, 1999, para. 6).

Sometimes, gifted children “resent their own giftesls,” concluding that being
gifted is the very thing that prevents them frottirfg in with their peers (Freeman &
Jensen, 1999, para 4). “Being too smart” can beegpeed as a problem, and “a large
portion of American students with gifts and talemase developed social coping
strategies that use up time, energy, limit theparpunities, cause bad decisions to be
made, retard their learning, and threaten theasliCross, 2002, para. 9).

Cross (2002) emphasized the importance of allowifigd children to interact
with their intellectual peers, even if there iseaye difference. There is no pointin
allowing gifted students to become bored and fatistl in heterogeneous classes when
these students have many opportunities to inteviileta wider group of people through
other activities such as sports and clubs (Crd32R Similarly, gifted students should
have the opportunity to pursue their passions,endigo being gently encouraged to
develop other interests. Cross (2002) went orebudk the notion that “being gifted
means never having to study or try hard in sch@mta. 6). This belief can set up
unrealistic expectations for students and makdfitdlt for them to deal with failure.

Discrimination of gifted children. Gifted programs in the U.S. seem to be
suffering from a combination of budget shortfalglainwillingness among those in
general education to treat gifted education aseh @ndeavor. Educators of gifted
children are encouraged to cooperate with gen€ratagion; however, the reverse is not
always true. According to Kearney (1993), “Evea thost profoundly gifted child is

part of the ‘community of all children’ mentioned sften in the literature of school
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reform” (para. 4). Schools’ prohibition of academcceleration or continuous progress
of students raises the question, “What messagesegving all children about the value
of academic achievement, and about intellectuardity?” (Kearney, 1993, para. 5).

If the goal of education is to serve the acaderaaxs of students, and not just
teach the content outlined in the teacher’s edibibtine textbook, it is imperative to find
creative, practical ways to support all studentsgikey, 1993, p. 5). Racial or ethnic
slurs or inhibiting the intellectual growth of ailchwith a disability is unacceptable
however in some cases gifted children and theirlfesface these issues even today
Kearney, 1993, p. 5). Education has a fundameesplonsibility to teach these children
as well. As Kearney (1993) wrote,

School is a place for learning. The message we tall children about learning

is linked in part to how we treat our most rapidrteers. If they are ignored,

exploited, damaged, held back in their progresseased, the message we give to

all children is that academic learning doesn’t frxyanyone. (para. 7)

Jancich (2004) reinforced the premise that sontedygtudents are being
shortchanged. In 2003-2004, the Southwestern \Wssiccschool District chose to meet
budget shortfalls by cutting services to its gifstddents, and the gifted and talented
teachers were reassigned as regular classroometsadlWisconsin is one of many states
that require identifying academically gifted stutéetowever, no state or federal funding
for specialized programs is received to suppotedistudent development (Jancich,
2004). Larger districts may be able to continwertpifted programs, but smaller

districts may be forced to eliminate the programmpgletely.
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Jancich (2004) quoted Ruth Robinson, presiderfte@i¥isconsin Association for
Talented and Gifted, as saying, “There is a falegption that gifted and talented
students will be OK on their own” (para. 10). @dtchildren from families with better
economic means can send their children to variauslement programs, but it is the
ones from economically disadvantaged families wifées the most (Robinson as cited
in Jancich, 2004). Without a challenging curricalwgifted students can also become
bored, earn lower grades, and become inattentieiags, which may lead to a
misdiagnosis of hyperactivity or attention defutisorder.

Douglas (as cited in Jancich, 2004), stated tHedystudents who are not
challenged may be able to get through school withawuing to put forth a lot of effort
and therefore do not learn good study skills osgegerance. All of these factors have the
potential to cause problems for gifted studentrlan in high school or college.
Underserved gifted students are at greater riskagping out of school (Jancich, 2004).
Students are not the only ones who suffer becausgt®to gifted programs. According
to Douglas, regular classroom teachers struggheetet the needs of their gifted students
when gifted programs or services are unavailaldeitad in Jancich, 2004, para. 17).
Assistance from gifted teachers can be invaluabledular classroom teachers in
meeting the learning needs of the gifted.

Schools failing gifted children Since the inception of No Child Left Behind,
education policy makers in the U.S. have worriegtnatout children at the bottom of
the educational structure, even though gifted sttgddrop out at the same rate as non-
gifted students (Cloud, 2007). Other issues oteamare the identification of gifted

children using only high achievement or high IQresaand the one-size fits all mentality
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of education traditionally held in this country (fleusen, 2001). While there is
approximately the same number of school-age childtdoth the high and low ends of
the educational spectrum, those at the higher endxgpected to be able to succeed on
their own. According to Winner (1996), “In the bease scenario, teachers recognize a
student as gifted but, unable to teach at thid |¢wey let the child learn independently”
(para. 2). This attitude is evidenced in the fagdallocated to different programs. More
than $8 billion is spent annually in the U.S. edingathe mentally retarded, yet only
about $800 million is spent on gifted programs ensbme states spending on the gifted
is not even calculated (Cloud, 2007) despite evadehat those children with higher 1Qs
(three standard deviations above the norm or IQgt6fand higher) have just as many
problems interacting with average children andreey at an average speed as do
children with lower 1Qs (three standard deviatibetow the norm or IQs of 55 and
below) (Cloud, 2007).

Cloud (2007) reported that although grade skippiswgglly works well for gifted
children, many school systems are wary of the practSince the 1980gifted children
are more often than not in age-assigned clasgbsugh it is just as difficult for high-1Q
students to learn at the pace of the average dtadenhwould be for an average-1Q
student to learn at the pace of a low-IQ studedtarother common assumption about
gifted students is they will do fine because theyiatelligent (Cloud, 2007). “There is
abundant evidence that when we raise the stangaoiisssrooms, achievement rises for
all levels of students, not just the brightest” (\Mer, 1996, para. 11).

One example of a successful gifted effort is thgi@son Academy in Reno,

Nevada. The school is chartered by the statepabléc tuition-free school.
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Approximately 45 of the smartest children in th&Lbetween the ages of 11 and 16
attend the school, and each is taking classeatbatt least three years or more beyond
their grade level (Cloud, 2007, para. 9). The Bswnh school poses some very blunt
guestions about the education system in the Uugh as, “Has the drive to ensure equity
over excellence gone too far? If so, is the angwsegregate the brightest kids?”
(Cloud, 2007, para 11).

The issue, Cloud wrote (2007), is that today maaigvardworking students are
too often admitted to gifted programs and are assigextra essays or field trips rather
than accelerated course work aligned to the stiglahility. Winner (1996) wrote,
“Enrichment classes are weak solutions to big misl They offer only a few hours a
week of possibly advanced instruction . . . thefgmolttle continuity, they do not allow
students to study something in depth” (para. 8)e most talented students should be
kept within school systems by combining collegeeledual enrollment, grade skipping,
or other ingenious approaches in order to keep thesuhool and moving ahead at their
own pace (Cloud, 2007).

Gifted Adults

Just as gifted children often have difficulty fitlj in among average children, in
school, gifted adults can have difficulty fittingto the larger world. Gifted adults may
view themselves as crazy because they misconsteusomplexity of their thought
processes. Or they may also see themselves amasallytimmature when they are
actually just very emotionally intense (Gifted &eative Services Australia, 2007).
These adults may not understand why they feelféerelint or what is normal for them as

gifted people, and so they often experience feslthgt include frustration, anger, and
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self-doubt, and they may even develop a false fimhide their giftedness and help them
fit in (Gifted & Creative Services Australia, 2007)

Gifted adults may also have trouble choosing am@pfate career path. The
problem often seems to be that gifted people aoel gb so many different things they
have a hard time selecting one specialty to focuaral they become immobilized by the
number of choices they face. In other cases,dydthilts may feel they are not quite
good enough at any one thing, or they may fearrtbaine job will satisfy their need for
learning and challenge. It is important that gifeelults, and the professionals who
provide career guidance for them, recognize and@adbe characteristics that are
“normal for gifted”.

Gifted adults have a complex intellect and a bugrmlasire for information.

They have high levels of energy, intensity and gierty, set exceptionally high
standards for themselves and others and are exyréae on themselves and others.
They are very independent and perceptive, likestotzontrol, are frequently driven, full
of self-doubt and often feel they must be selfisidht (Gifted & Creative Services
Australia, 2007, para. 4).

Gifted adults also often have strong moral coneitdi are sensitive and
insightful, have an unusual sense of humor andid unagination, are highly curious
and love to read, question authority, enjoy a emgé, and have trouble switching off
their thinking (Gifted & Creative Services AustelR007, para. 5).

Gifted adult underachievers. Underachievers are found in all segments of the
population, and the gifted are no exception. Hadlvidual is unique. Forehand (2005)

wanted to explain underachieving by understandatiger than fixing the learner. She
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noted that qualitative research involving caseistidnd interviews examining “the lived
experiences, perceptions and expectations thesadudls carry within their psyche” (as
cited in Schultz, 2002, p. 203) seem to providentiost insight.

Forehand (2005) found identifying gifted underagbkrs difficult because many
of them are very good at hiding their giftedne&scording to Heacox (1991),
“somewhere between 5% and 50% of the gifted haee mentified as underachievers”
(p. 2). Davis and Rimm (1998) stated that “socgetyeatest loss and greatest potential
resource” (p. 278) is underachievement of the @jiftElint (2002) made a case for the
importance of this topic. First, despite a halficey studying the cases of
underachievement, it “remains a problem of majopprtions” (p. 11). Second, “today
as school systems and personnel are held accoeritaildtudents’ achievement,
understanding underachievement and reversingruisal” (p. 16). Third, “even though
federal law requires all students the right to freelic education and assistance to reach
their potential, many underachieving gifted studestill exist” (p. 22). And lastly, Flint
(2002) questioned whether the focus on testingrdtian on learning could lead to
underachievement being more prevalent (p. 1).

Forehand (2005) stated that “underachievementbisasier to define than
“gifted.” Reis and McCoach (2000) stated, “no wmsally agreed-upon definition of
underachievement currently exists” (p. 152). heirtpurposes, they stated,
“‘underachievement in gifted students involves aréisancy between ability and
achievement” (Reis & McCoach, 2000, p. 183). #rss to be the case that differences
among gifted underachievers are as varied as €ifters among gifted high achievers.

However, “there does seem to be some consensusthledactors that influence their
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educational experiences” (Forehand, 2005, p. @nekisky and Keighly (2003) found
gifted students sought five interdependent featwastrol, choice, challenge,
complexity, and caring but instead what they reegiwas teacher-directed textbook-
based learning: content the students already krigdint (2002) argued,

students enter school wanting to learn, yet theeaysepeatedly offers boredom,

and teachers offer them mundane work. At sometpimnsome individuals, it

becomes a matter of honor to stand up for themselud call attention to the

boredom they are experiencing. (p. 225)

According to Forehand (2005), underachievemerntieéngifted falls into two
broad categories: internal and external. Foreladswdivided the major contributors to
underachievement of the gifted into four categotiles “individual or personal”
(individual causes), and “family or familia,” “saty or societal,” and “school or
educational” (external causes) (p. 6). Additidiagkors, including gender motivation and
social immaturity, can be found internally and emédly (Forehand, 2005).

To add to the confusion, Ries and McCoach (200p)agrhed underachievement
characteristics through character profiles. Thegided there were “three types—the
‘anxious underachiever, the ‘rebellious underaahigand the ‘complacent/coasting
underachiever” (p. 158). Although these reflemin® associations, they also show how
hard it is to define underachievers.

It is important to consider external factors thaynaffect underachievement in
gifted students. The first factor is the familwgonment including conflict, dysfunction,
and parenting styles which could be connected tietacthievement. According to an

analogy by Reis and McCoach (2000), “perhaps thmelyadysfunction is the result of,
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rather than a cause of, the child’s underachievénfenl60). The family environment’s
effect on achievement varies by individual. Acaogdo Alvino (1995), “Parents of
gifted children are typically the single most imgamtt influence in their child’s
development, outlook and fulfillment of talent” (8bact, para. 1). He also stated, “the
home environment is critical in nurturing giftedeesd instilling the values conducive to
its full blossoming” (Abstract, para. 2).

The impact of underachievement on society is tiersd external factor affecting
gifted children. Rimm (1986) defined the “ramifications of sociabcdge” with five
categories of social change—family, education, cetitipe pressures, media, and moral
standards. She hypothesized, “Each of the sodb#aiges described have separate
impact on each one of the key elements which catlesyndrome, and together the
force is so great that it is unreasonable to expaubdols alone to halt the epidemic” (p.
301). Schools cannot and should not be expectbd tbhe answer to all of the social
change issues affecting underachievement in giftedents today. A team approach
between the school, the family and society as devisaequired.

Baker, Bridger, and Evans (1998) recognized thaigogmart is usually a plus in
elementary school but understanding how peer pressun influence students, especially
in middle and high school must not be ignored. ahhors stated, “although ‘being
smart’ is generally an asset in elementary schbeldevelopmental thrust toward peer
conformity in middle and high school may causeegifstudents to underachieve or to
deflect attention away from their uniqueness” (p. Reis and McCoach (2000)

discussed how different cultures view achieveménhe construct of underachievement
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in gifted students differs across cultures . e.dbfinition of achievement in a particular
subculture may be very different from that of tleeghant culture” (p. 162).

Life satisfaction among gifted adults. Studies have shown a positive
relationship between spirituality and good mentadlth as well as more life satisfaction
among spiritual people. It is also of interesthe study of life satisfaction of the gifted
to explore this relationship. A sense of spiritt@hnection is more important in terms of
happiness in life than is a religious affiliatiadddhen, 2002). Ortiz and Langer (2002)
suggested mental health counselors include sgititwehen caring for the whole person,
and Tisdale (2005) took it further, saying counsekhould become competent in
spiritual issues to better address these issuasgdutwunseling. According to Jacobsen
(1999), well-being and life development of giftedlilis is an issue seldom addressed.
According to Noble (2000), well-being in gifted diducan be influenced by spirituality.
Chauvin (2000) stated that because of their cuyi@sid intellect, gifted individuals
commonly “explore spiritual and existential issfresn an early age” (p. 135). She also
suggested that “an existential approach to coumgehight be useful for gifted adults
who may seek counseling to address issues sutie asganing of their lives, the
existence of a higher power, freedom, responstbind the inevitability of death”
(Chauvin, 2000, p. 135). Lee and Waters (2003gdtthat life’s stressors can be dealt
with much more easily if a strong feeling of spidt well-being is part of one’s life.
Gifted research has, for the most part, been fatasgyifted students prior to high
school graduation (Lewis, Kitano & Lynch, 1992).

Neihart (1999) addressed studies of the impacift#fdmness on mental health and

found that compared to the population as a whbhkegtfted person’s ability to adjust was
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average to above average. Tolan (1994) stateghénaips some common traits
associated with the gifted, such as perfectionishich may lead to relationship issues or
depression caused by great sense of empathyfiied gadividual dwells on the issues
affecting the world.

World Math and Science Rankings

According to Glod (2007), 15-year-olds in 16 of@funtries that belong to the
Organization for Economic Cooperation and Developne group representing the
world’s richest countries, had higher average scorscience than students in the U.S.
on the 2006 Program for International Student Assent (PISA). The PISA tests,
which measure the ability to apply math and scidmmvledge in real-life situations
rather than just being able to recall facts, wevergto 5,600 students in the U.S. and
400,000 students in 30 other countries worldwibie2009 the National Center for
Education Statistics (NCES) stated that the UiRlestts’ average score of 489 on a
1,000-point scale was actually 11 points belowaterage score of the 30 countries. The
U.S. average scores were in line with those ofteatfier countries and above those of
only five countries. Only four countries had aygacores below the U.S. in the math
portion, and 23 countries had average scores dhevd.S. (NCES, 2009). The results
seemed to verify that the U.S. is losing groundtteer countries in these areas.

The Trends in International Mathematics and Sci&tady (TIMSS) (NCES,
2007), given under the auspices of the Internatidsaociation for the Evaluation of
Educational Achievement (IEA), assessed the mathesrend science knowledge and
skills of fourth and eighth graders around the @@lerachsky, 2008). The study aligns

broadly with the math and science curricula inipgréting countries in order to measure
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the degree to which students learn mathematicseirdce concepts and skills that are
taught in those schools. In order to conduct sess cross-national comparisons of
educational context, TIMSS collects backgroundrmi@tion on schools, teachers, and
students that may be related to the students’ eemment. Instead of providing individual
student scores, TIMSS provides national and gratimates of performance (Kerachsky,
2008).

The Institute of Education Sciences (NCES, 200@pred that the 2007 average
scores for the U.S. on the TIMSS were 529 for fograders and 508 for eighth graders
(on a scale of 1,000), both higher than the TIM8&a&ge. Fourth graders in the U.S.
scored higher in math than students in 23 of thetBBr countries, lower than those in
eight countries, and about the same as those irethaining four countries. These
average eighth-grade math scores were higher tiose of students in 37 of the 47
countries, lower than those in five countries aatisignificantly different than those of
the other five countries (NCES, 2007). While shayyrogress, the scores for the U.S.
are not keeping up with the improvement of somemntiountries.

The scores for both fourth- and eighth-grade Wu&lents were higher in 2007
than in 1995. Of the 16 countries that particidatethe TIMSS fourth-grade testing in
both 1995 and 2007, eight showed improvement inaaeescores, including the U.S. and
three countries that scored higher than the U.$985. These three countries, however,
showed larger gains than the U.S. At the eightdgievel, 20 countries participated in
the TIMSS in both 1995 and 2007, said about o thfithose countries scored higher
in 2007, including the U.S. and three others. Divthese countries had larger gains than

the U.S. Despite efforts to improve science anthreeores, the average science scores
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for fourth and eighth graders in the U.S. weremetisurably different between 1995 and
2007.

Lips and McNeill (2009) wrote that the National &ate Foundation was to
receive $2.2 billion in additional federal fundiag part of a $787 billion economic
stimulus (American Recovery and Reinvestment A@Qf19) that President Obama
signed into law in February 2009. Included was fgvding for science, technology,
engineering, and math (STEM) education programsfottunately, this type of federal
initiative seems unlikely to be able to solve thedamental problem of
underachievement if the mistakes of the past 5@sye@ continued. America’s national
security and economic stability are at risk if nothis done to ensure that the next
generation of workers has adequate training arl$ sidvelopment in these critical areas.
STEM-educated students are needed to help addi@sems and security of the energy
and cyber infrastructure of the U.S. The most psong strategy for fixing the problems
in STEM education is aggressive reform (Lips & MdN2009). These reforms should
include incentives for teacher excellence, new schwdels, etc., to promote STEM
learning. State policymakers and private schooliatstrators should support these
reforms in STEM education. Tough economic timasfoece this fact, innovation and
production of new technology to create new markatsadd more jobs is absolutely
necessary and that a STEbtucated workforce will help to regain some of the
competitive edge (Lips & McNeil, 2009).

Lagging STEM education is not just an economic [@oh it is a problem of
national security. The concern seems to be thatl@ot have enough STEM

replacements for the multitude of current worker®ware approaching retirement. The
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national laboratories and production facilities arer near retirement age and there are
not enough STEM trained students to fill the vaAdso in 2008, then-Senator Barack
Obama sponsored the Enhancing Science, Techndogyneering, and Mathematics
Education Act, which would have reformed federaESTeducation programs and
encouraged new STEM initiatives at the state |lduatithe act was never enacted into
law (Lips & McNeil, 2009).

If the U.S. wants to remain a global leader insitie advancement and
technology innovation, strengthening schools mes priority (Lips & McNeil, 2009).
For the past 50 years, many billions of dollarsehbgen spent on federal programs trying
to attack the STEM problem. The failure of mosthef federal education programs
could be a sign that the solution is not at thefablevel. Policymakers at the state and
local level must improve teacher quality in ordemhprove the performance of our
students (Lips & McNeil, 2009). Perhaps challeggiifted children with an enriched
curriculum taught by teachers educated in giftaatation could be one of the U.S.
strategies to address its lagging STEM education.

The St. Louis Public Schools Gifted Program in thd950s

Discovering a possible relationship between a giéducation and the lived
experiences of adults who participated in the difieograms in their elementary and
high school years requires close investigatiorhefihdividuals. This study focused on
participants in the gifted program that began en$. Louis Public Schools in the 1950s
who were classmates of mine in that program. @bntéh the gifted department of the

St. Louis Public Schools proved unsuccessful duadio of concrete information
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regarding thggrogram, but local newspaper articles from thaetperiod did provide
documentation on the program’s history and detalils.

In the fall of 1955 (before passage of the Natiddeflense Education Act in
1958), the St. Louis Public Schools began a Magarhing Program in high schools to
provide “special educational opportunities to gifsgudents” (“New Project to Begin,”
1955, para. 1). According to tist. Louis Post-Dispatc{iNew Project to Begin,” 1955),
the screening process for this program requirectindent to “have one or more of the
following qualifications: outstanding ability ingarticular field, a record of unusual
accomplishment, recommendation by faculty memizarsntelligence quota 20 points or
more higher than the class average” (para. 3). hlgite school students would take one
extra course during the semester and be encoutagemcentrate on their area of
expertise (para. 4).

Parents of eligible students were asked not tdhelkhild he is unusual and not

to treat him as such, and [were] encouraged nattladmout the student. Further,

the parents [were] urged to make plans for theddbilgo to college, if at all

possible, or obtain technical training. (“New Putjo Begin,” 1955, para 7)

Because the program was designed not to spestident progress but to enrich
students’ education, parents were asked not testearly graduation for their students.
Counselors were also asked to advise student&eqtat in whatever extracurricular
activities that would contribute the most to thedewvelopment (“New Project to Begin,”
1955, para. 8).

Superintendent of Instruction Phillip J. Hickeyteth
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The program is designed to fill a long felt need The school system has
developed special education programs for childrba deviate from normal
physically or are below normal mentally. Howewuerall intents and purposes we
heretofore had done virtually nothing special for extremely able individual.

(“New Project to Begin,” 1955, para. 11)

In 1955 theSt. Louis Post-Dispatcteported (“Sixth Graders Are Eligible,” 1955)
the St. Louis Public Schools announced a prograrth&ar exceptionally bright sixth-
grade students would begin in 1956 (para. 1). fohewing two years the elementary
school program was extended for the sixth gradecsntinue through seventh and
eighth grade (para. 2). The initial program wabédeld in nine schools throughout the
city, with each of these schools drawing studemshfneighboring schools (para. 3).
Unlike the high school program that emphasized &juid, the elementary school classes
were designed to be separate from the other class$les various schools (para. 4).

The St. Louis Globe DemocrtSixth Graders Are Eligible,” 1955) reported that
of the 332 sixth-grade students found eligible, 82®ially accepted the offer to join the
new classes (para. 5). The sole requirement ifgibgity was an IQ of 125 or more
(para. 6). “We did not consider their previousorecat all,” the assistant superintendent
in charge of elementary education, Edward H. Beumaslained, “on the assumption
that it might not be so good because the work leadbe@en challenging” (para. 7). He
also stated, “Bright children from time to time &hander conditions as they exist in our
present setup. They tend to become problems sm@®ti(“Sixth Graders Are Eligible,”
1955, para. 6-8).

Beumer also emphasized that students chosend@pttrial classes were taking
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on a certain responsibility: “We are going to kaeghe front of their minds the point that
by virtue of their advanced abilities and bettepapunities they owe a lot to their
fellows who are not endowed so well” (“Sixth Greglére Eligible,” 1955, para. 11).
The students were expected to take part in noramad activities, mingle with other
students normally, and only be differentiated iittown classrooms. This strategy was
done in hopes of avoiding students being calledasaon being teased (“Sixth Graders
Are Eligible,” 1955, para. 12).

The following February, 12 of the program’s sixtladers met with members of
the St. Louis Public School Board of Education éndnstrate what they were learning
(“Sixth-graders in New Program,” 1956). The studetescribed scientific projects,
handed out copies of a newspaper they had publiginedended with some
conversational French. The teacher who introddilcedtudents said that the “workshop
projects” planned by the students helped themaml&adership, cooperation, and
research methods (“Sixth-graders in New Progra@356]1 para. 2).

In a 1956St. Louis Post-Dispatcarticle (“Sixth-graders in New Program”) Mary
Kimbrough reported that sixth graders in the gifbedgram “follow the same course of
study as other students with no attempt to acdel¢in@m into higher level programs.
But their courses are enriched and broadened bayenaormal curriculum” (para. 5).
The article reported that the “only addition to twairse of study for the gifted
students . . . is foreign language, being taughtyar on an experimental basis as a pilot
study” (para. 6). Harold C. Smith, Assistant Diceaf Education in charge of special
schools, attributed the introduction of Frenchttee“growing interest in other countries”

and the need to provide an “enriched curriculungr§ 18). Speaking of the gifted
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program, Smith went on to say, “It's not a matteletting them skip grades, or of
reaching out into the ninth grade level and teaghiat subject matter to the sixth-
graders just because they’re gifted youngsters'a(@z0).

It's a matter of a broadened and especially stitmgacourse of study, which will

help these youngsters make the most of their chipedi If we merely held up

the normal level as a standard for all, we wouldraiming for mediocrity. (para.

21)

According to a 1962 article in ti&t. Louis Post-DispatcfwWyant, 1962), the
stereotype of the bookworm as uninterested in ttkland physically and socially inept
could not be further from the truth (para. 1). Tyear, a total of 48 graduating seniors
were

the product of a seven-year effort aimed to siogiethe most promising pupils

for a program of study designed to bring out thet bethem—for their own sake,

and so that the community and nation could pleddyuitty to wastage of talent.

(para. 4)

The public high schools in St. Louis used a “tragkiprogram for all students.
The students who were in this gifted program werérack 1-A. Other students were in
Tracks 1, 2 or 3. The students were asked todtlla questionnaire (para. 6), and Wyant
(1962) reported the following results:

1. “Forty-seven of the 48 graduates were goingttege. Four of them were

going to Ivy League colleges, one to the Califoinstitute of Technology, and

one to West Point” (para. 7);
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2. “Thirteen of them planned to become teachers,1@2planned to become
engineers. Other career plans included journaliam, advertising, and
medicine” (para. 8);
3. “Most students in Track 1-A listed science asrtfavorite high school subject,
followed by English, mathematics, social studias; and government, fine arts,
and physical education” (para. 9);
4. “The Track 1-A students had been ‘extraordiyaaitive™ beyond their
schoolwork, including participation in student gowaent and athletics” (para.
10);
5. “Forty-six had held regular jobs” (para. 11);
6. Nine out of 10 of the students said they didhaote to work too hard in the
gifted program. They said they did not have endogio. A slight majority said
they were handicapped by the gifted classificatioelementary school, but a
substantial majority said there was no such hapdit&igh school. (para. 12)
7. “The overwhelming majority, 43 of 46 who respeddthought Track 1-A
students should rightly be more heavily laden thidner students with scholastic
chores. More than 30 said that persons of greafegicity had a correspondingly
greater obligation” (para. 13).

Director of gifted classes and reading clinics M{sy L. Ware stated
This did my heart good, if you do not do this foetn—transmit the concept that
the individual’s gift is not to be used exclusivéty his own aggrandizement—
you have failed. And if these gifted young peagening out of schools are not

going to help us, we are done. (Wyant, 1962, f85.
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The article stated that the St. Louis results hauesual interest because much has been
written about gifted children there is very litard information about what happens
when such children are singled out early as theyraft. Louis and given special
attention through high school (Wyant, 1962, paig. Trhis program that started in 1955
was pioneering. Ware stated, “We have made mistakbere was no place to go to find
out what should be done. Now we have visitorsyewaek from school systems all over
the country” (as cited in Wyant, 1962, para. 18).

In 1962, 1,743 of the 104,738 children in the $iuis Public Schools were in the
gifted program. By this time the children entetieel program in fifth grade and the 1Q
requirement was raised to 130 or better (Wyant21p@éra. 19). All fourth-grade
students took the Thorndike group intelligence, tastl those scoring 115 or higher
automatically were administered the Binet Testosehwith a score of 130 in the Binet
were eligible for the gifted class (Wyant, 1962rgp&21). Parents were required to give
consent, which entailed having to transport thiildcen to another school at their own
expense. And some were dubious about a systertrélatd the gifted as a special
group (Wyant, 1962, para. 22). Having said thimyut 99% of the eligible students in
1962 chose to participate in the program (Wyang2l para. 23).

When the program first started, accelerated clask was not a part of the
curriculum. In 1962 the curriculum was speedec@ug extended in depth. The
enrichment included trips to the City Art Museundarther places (Wyant, 1962, para.
24). French classes were started in fifth gradkaaspecial science and mathematics
program in cooperation with Washington Universitgsancluded. In high school these

students took biology, chemistry, physics, and gpstadvanced physics (Wyant, 1962,
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para. 25-26). The expectation was that by the thrag got out of high school they
would be a year ahead of other pupils and woulde hlag equivalent of about one year of
college work, which could allow them to earn thmtlege degrees in three years rather
than four (Wyant, 1962, para. 27-28).

Ware said that the brightest students needed cdrdtallenge lest they “develop
bad study habits, wool-gather, resist routine utdton, get lippy and generally hard to
handle” (Wyant, 1962, para. 29). Busy work woutd be effective for these students,
Ware added, as “it makes them more disagreeablslapdy than ever. But for a teacher
who knows this, the sky’s the limit” (Wyant, 19sara. 30).The St. Louis school
system considered the program successful in igemgithe best students and giving
them a quality education. “This is the most prasithing we have to conserve and it’s
high time we started conserving it” (Wyant, 1962t 38).

Reflection

“The purpose [of reflection and narrative anays to see how respondents in
interviews impose order on the flow of experienzenake sense of events and actions in
their lives” (Riesman, 1993, p. 2). Reflectionane’s lived experiences is a useful tool
to induce recollections of buried memories and avagucial element of this research.
The effort needed to remember occurrences thatamaob50 years and the process
required to put these occurrences in some mearniogffiiext forced all of us to dig deep
into the recesses of our minds. Regarding reflaciRiesman (1993) argued, “The
purpose is to see how respondents in interviewssaprder on the flow of experience
to make sense of events and actions in their liy@s2). As each interview was

analyzed, individual views seemed to come out awhb to form a distinctive pattern in
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each participant’s responses. Rosenwald and Ogl{b882) stated, “from the analysis
of the responses subjective interpretations camde” (p. 4). Most importantly | found
common threads, not necessarily exact agreement, rfrany of the subjects in the study
on a variety of events and occurrences. Even tihthg subjects may not represent their
lived experiences accurately “it is enough to ribtd they believe they are doing so.
This belief is at the base of their struggles totbeir stories correctly” (Rosenwald,
1992, p. 271).

Another view on reflection refers to “the scienéehistorical-hermeneutic’
sciences or . . . the science of interpretationexudanation” (Habermas as cited in
Mezirow, 1991, p. 5). As an interviewer, the pxef interpreting the 50-year-old
recollections of the participants was a great egpee but sometime a difficult task
because of my personal recollections of the saraatsy It was also hard to be objective
during the interview process as well as duringttaescription analysis because | had
memories of many of the same events. This somefligin the face of the historical-
hermeneutic sciences view of reflection when Halaarstated during the process of
analyzing the interview transcriptions “accesd facts is provided by the
understanding of meaning, not observation” (Haberraa cited in Mezirow, 1991, p. 5).
| sought meaning from parts of the interviews balsb had personal gratification of
reliving part of my own life and in some cases obtg a better understanding of events
in my life.

Through this process of interviewing and recoll@ttimost of the subjects
including myself had the opportunity to look badtlegents of 50 years ago and reflect on

the affect those events had on our lives. Theasacid academic expectations and
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pressures put on us, at times were difficult bugneav from those experiences. And as
we looked back, it helped put our lives in perspecand gave many of us a chance to
appreciate that time of our lives and its impd&@this involves an interest in self-
knowledge, that is, the knowledge of self-reflegtimcluding interest in the way one
sees oneself, one’s roles and social expectatidtetiermas as cited in Mezirow, 1991,
p. 5).

Labeling Theory

Using the idea of “labeling theory” (Becker, 196B)st (1977) hypothesized

If the labeling perspective can be shown to beyaieate framework from which

to analyze social processes influencing the edualtiexperience and the

contributions of such processes to success orréaituschool, there would then
be a viable interactionists’ perspective to coubtah biological and
determinists’ theories of educational outcomes7{y).

Additionally, Rist (1977) said (of deviant behayiturther, if a label is applied
to the individual, it is posited that this in faauses the individual to become that which
he is labeled as being” (p. 77). In 1973, Rubingiad Weinberg stated that once a
person is typed, he is cognoscente of the des@nptaced on him by others and acts
accordingly when dealing with them and in doingassicial designation is affirmed and
the person is socially changed. Applying thisaadil to being labeled gifted, or others
labels, seems to makes sense. Another idea pasitieat “one’s self-expectations
influence one’s subsequent behavior” (Aronson & €aith, 1962, p. 179) which may be
important to Rist’s (1977) argument, “An outcomdadfeling might be the self-fulfilling

prophesy” (p. 77).
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Self-Fulfilling Prophesy

As this work progressed atidlemes emerged, another possible effect of the
program at the center of this research came to. lighmost all of the participants were
very happy with their lives and felt that they hdneen blessed with good fortune.
Merton (1948) first coined the idea of self-fulfily prophesy; however, his thoughts
revolved around false beliefs which would leadal-&ulfilling negative outcomes. The
opposite seems to have been the case in this case@ine expectations of success were
evident in the minds of the participants of thisgram at the age of 10. In support of
this idea, Rosenthal and Jacobson (1968) wondedeshidvantaged students would do
better in class if the teachers expected moreaevhthThe result of their work showed
self-fulfilling prophesies could be establishedtgh the influence of positive beliefs.
The same kind of reinforcement we were subjectad the 1950s and 60s. However,
this thought has an underlying assumption thabsitpve beliefs are beneficial, then
negative beliefs must be detrimental, and thaeffext of negative beliefs may even be
greater than those of positive beliefs.

The notion that positive self-fulfilling prophesiean be more influential than
negative self-fulfilling prophesies is supporteddgyf enhancement theory which
proposes that people are prone to view themsehxesdbly (Jussim, Yen, & Aiello,
1995). This research seems to also support theemde of positive self-fulfilling
prophesies because the participants view themsab/esntent and happy with their
lives.

In an effort to enhance their self-views, individuaay attend more to positive

messages than negative messages during interaatitbtngerceivers. Such a tendency
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may cause targets to pay special attention to gtpesitive beliefs about them. If this is
the case, then positive beliefs may create moreedowself-fulfilling prophecy effects
than negative beliefs (Madon, Willard, Guyll, & ®&ch 2011, p. 589).

Summary

The Cold War gave us a sense of urgency to devbminds of our brightest
students and the enactment of the “National Def&ukeation Act” seemed to be the
answer. But a review of literature illustrated tfexline of the programs and a change in
the approach to educating the gifted since the 485@ 60s. Various programs for the
gifted are used such as acceleration, pull-outrarag, or ability grouping but there is no
consensus or desire to have a national gifted pmgrOther issues including budget
shortfalls, the reluctance to put a priority ortejif education, and questions about how to
best identify the gifted. The No Child Left BehiAdt has hindered the process with its
emphasis on those students on the lower end apbetrum.

Also addressed in the review of literature were sasues facing the gifted such
as social awkwardness, feeling isolated from b&mwogsmart, and being a perfectionist.
Gifted adults have the same issues as any othérkaduhey may also feel out of step
with society. Their giftedness may cause thentrigygle with career decisions because
of their wide variety of interests. Underachieveims an issue with the gifted and is a
great loss of potential to our society.

The literature revealed the overall satisfactidtediadults feel about their lives.
This life satisfaction may be due in some part sease of spirituality that seems to

manifest itself in many gifted adults. This spiality may also explain the likelihood of
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these adults to be caring people with positivegaakrelationships and have an above
average ability to cope with mental health issues.

Giftedness is being addressed worldwide with déféapproaches and with
different results. Some countries view gifted pergs as being essential to their national
interest and embrace the need to cultivate thair dved brightest. Many of these
countries have very homogeneous societies, whicshmake it easier to identify their
gifted students and therefore be able to develtipma programs to meet the needs of
the gifted. In contrast, the U.S. has a moreadliffitask to develop a national program
for the gifted because of our very diverse poparati This diversity, something that this
nation touts, is a hindrance because it makesifgienf gifted children more difficult.
This situation along with the constant argumeraok of financial support for gifted
programs may also be part of the decline of owrirdtional ranking in math and science
over the last couple decades.

| also reviewed the literature on the gifted progpahich is at the heart of this
research. With the enactment of the National Deddiducation Act (NDEA) in 1958 a
great push was made to find bright students adltational levels. The St. Louis
Public School system was ahead of its time andahgitted program in place in 1956.
Although archival information is almost non-exigtegnough information existed from
newspaper articles of the time and a few refereabesit the proactive stance of the
public school system in St. Louis. This informatjarovided an explanation of the
school systems thought process in developing aano¢o meet the perceived needs of

gifted students of that era as well as a procegtetify gifted children.
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Chapter 3: Methodology

Gifted programs have evolved and each has been@mqts design and success.
Success is difficult to measure and often basefimting and the political climate.
There seems to be a lack of research into studoeptions of the lifelong effects of
being labeled. Understanding these perceptiotisedtifelong effects of one unique
gifted program from the past could inform desigradrgifted programs of the future—
investigating the perceived strengths to build od the perceived weaknesses to address.
The research questions required qualitative resgagthodology to answer them. The
interview was designed to illicit responses fronesftons about their experience with a
specific gifted program and their life thereaft&chultz (2002) noted that qualitative
research involving case studies and interviews @xesithe lived experiences,
perceptions and expectations these individualy eathin their psyche” (p. 203) and
seems to provide the most insight.

The purpose of this research was to explore thecuperceptions of a group of
adults who were enrolled in the gifted programhaf §t. Louis Public Schools in the
years 1959 and 1960 and graduated from the sarhestiigpol in 1967. Thirty-three
participants accepted the invitation to particidaden a pool of 62. | designed a
guestionnaire to gather demographic informatioruabite participants (e.g. educational
background, career information) and interview goestto gather information on the
participants’ reflections on the program and thiees thereafter. They were also asked
about any long-term effects of the program and \afffect the program had on

relationships with other people then and for tret of their lives. The gifted program in
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this study was a complete pull-out or segregatedrnam in elementary school and a
tracking program in high school.

This study explored the following research questiblow did the St. Louis
Public Schools gifted program contribute to thediexperience of the adults who started
the program in 1959 and 19607
Methodology

A multiple case study method was determined tdhbébest fit for this study.
The shared experience of being in the same childiigdted program satisfied a criterion
of the multiple case study method. The reflectiohthe participants of their shared
experiences support the multiple case study metsatbes the confirmation of emerging
themes that developed independently throughoutethearch (Lewis-Beck, Bryman &
Liao, 2004). Interviews were conducted in perdpntelephone, or by e-mail. The
interviews were then transcribed. From the inmwiranscriptions, | wrote a story
(case) about each interviewee as part of this pleltase study. A “case” is defined as
an in-depth interview for the purpose of a studgqlz, 2002). The interview process
consisted of 13 questions (Appendix A). Each ineaw lasted from one to two hours.
Data Analysis

The detailed analysis of interview data followeatlitional methods of qualitative
research. Interview transcripts were analyzedéaotify patterns or emerging themes.
The recollections of the subjects’ experience asgdahe gifted program and the impact
that it had on their lives as told through the cstselies was many times predictive,

sometimes surprising but always entertaining. AshZ(2005) acknowledged, case
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studies offer a more vibrant understanding of careed gives the reader more of an
experience than other more analytical forms ofaede

Interviews were analyzed by searching for comm@eets of their lives or of the
gifted program that may suggest possible pattertisemes for further discussion. This
type of analysis is referred to as “open codingccording to Strauss (1987) “open
coding is the initial, unrestricted coding of dat§p. 28). Strauss (1987) also wrote,
“[the goal of open coding] is to open up the inguiEvery interpretation at this point is
tentative . . . whatever is wrong in interpretihgge lines and words will eventually be
cancelled out through later steps of the inquip/”49). Several themes emerged from
analysis of the interviews.

Each interview was treated as a separate case slimyinterviews were very
candid responses to events, which occurred, in sost@nces, over 50 years ago. The
face-to-face interviews were the most informatilteaugh difficult because of my
participation in the same program and the expeeeme shared. The shared experience
between old friends seemed to add to the openri¢ise oonversations, especially the
lived experiences and life satisfaction. The i@ process was crucial to the study. It
required them to speak about their lived experigaeel the recollections of their
participation in the gifted program. Part of theadission was about the program itself.
The views and attitudes of the participants abloaitgifted program seemed to emerge as
themes.

Subjects
Participants were former students who were path®fSt. Louis Public Schools

gifted program. All participants started the paogrin the fifth grade in either September
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1959 or January 1960 and participated in the prodaa part or all of their education
from fifth grade through high school. | was a slasite and student in the gifted program
and identified the subjects who met the criterighes study from a publication listing the
1967 graduating class of Cleveland High Schooler&lwas no compensation for
participants and there was minimal risk to theipigating subjects.

This population is further defined by informatioatigered from a questionnaire
completed by each participant (see Appendix B)rgaodhe interviews. Some of the
information in Appendix B is as follows: of the Barticipants, 28 attended college right
after high school. The level of education of tleparticipants included four who
graduated from high school and two who obtained@ate degrees. Eight of the
participants completed either a Bachelor of Art8achelor of Science degree and 15
hold either a Master of Arts or a Master of Sciedegree. Three of the participants hold
terminal degrees; two in Medicine and one in Ergliderature (see Appendix G).
Business/Management degrees were the most popiiilapavticipants obtaining nine
degrees (highest degree) and education was sedtindight degrees (highest degree).
The level of education among the study particiggrdsents was explored. Among the
mothers, one did not attend high school and onicpEant was not sure of their mother’s
level of education. Twenty of the mothers gradddtem high school or obtained a
GED and three did not complete high school. Ofsénen mothers who attended
college, four did not complete their degree, twmpteted a bachelor's degree and one
obtained a master’s degree (Appendix H).

The fathers’ level of education was somewhat lkeas that of the mothers. Two

of the participants were not sure of the leveldii@tion of their fathers, one father left
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school after fifth grade and two others completigtit grade. Twenty of the fathers
attended high school but only 14 graduated. Oftwen fathers who attended college,
four did not graduate, one obtained a bachelorggate one completed a master’s degree,
and one completed a law degree (Appendix I).

These figures are significant when put in the canté the times and the area the
where the students lived. The area was a predartiyrialue collar part of St. Louis and
many of the fathers were World War Il or perhapsdém War veterans. Many were also
sons of union workers and followed in their dadietbteps. Education was not a high
priority or even a financial possibility for manyhe were not war veterans. Many of the
mothers were stay at home moms who may not havedalducation, although more of
them completed high school than did the men. &espite these statistics, the gifted
children of these middle-class parents, most ofrwinever set foot in a college or
university, went to college. Nearly 96% of thetm#pants attended college and 82%
completed college degrees.

Instrumentation

There were two instruments, an 18-question quasdioa that collected
qguantifiable information and a 13-question intem#eboth were designed by me and
approved by Dr. Steve Sherblom and the Instituti®®view Board of Lindenwood
University. The questionnaires (Appendix B) weigributed to participants before the
interviews through U.S. mail or by e-mail. Intewis are presented as individual case
studies. Each interview consisted of the sameut3tipns (Appendix A), which invited
participants to share their experiences as studeti® gifted program of the St. Louis

Public Schools and any perceived effects it hatheir life experiences.
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Procedure

Participants were identified, by the researchersawéral of the participants,
from the 1967 graduating class of a St. Louis Rufilyh school that the gifted students
attended. Once identified, locating the partictpgroved to be difficult. Using the
internet, participants were found and they in fomovided information about others. As
information was gathered about the 62 potentidi@pants, the process of contacting all
of them began. Telephone calls and e-mails wezd tesmake initial contacts. Of the
62 identified, 33 accepted and the remaining 2%pred not to participate, could not be
located or had passed away. Participants wereadetter (Appendix D) detailing the
procedure, an informed consent form (Appendix @Jl a questionnaire (Appendix B) to
be returned to me before the interview. A time seisfor the face-to-face interview (e-
mail or phone interview if needed) at a locationwenient for the interviewee, quiet, and
free of interruptions.

| recorded the interviews using a portable recaydiavice and had them
transcribed by a colleague. Each face-to-facevie participant received a copy of his
or her transcribed interview for reflection andifieation giving them an opportunity to
amend it. Participant anonymity and confidentyaiias maintained by storing all voice
recorded and transcribed interviews along witlga#stionnaires locked in a file cabinet
located in the researcher’s university office. @peding was used to analyze the
interview data and the questionnaire informatios waantified on an Excel spreadsheet.
After all the interviews were completed, my wifeddrarranged two gatherings in St.
Louis to reunite and to reacquaint us with the wfpakticipants. Over 20 attended, some

attended both reunions, some only one and othees uveble to attend at all. Although



LIFETIME EXPERIENCES OF BEING GIFTED 50

this was an opportunity to gather information foy rasearch, | chose not to do so. The
opportunity to reunite and meet with old friendsdaceeded my need for additional
information, though | continued to learn from tharformally through conversations.
As the researcher I felt | should not include mfysethis study and | am not included in
the actual numbers reflected in this research Blt tompelled to add my story. As |
conducted and analyzed the interviews of my foralegsmates | became very aware of
the significance of that time in my life and realiz although much later in life than most,
the positive affect it had on me. So after compéethe all the interviews, analyzing the
data, and writing the case studies | sat down &tdtdd my responses to the interview
guestions. | chose to dictate not write the respsrto the questions in order to have a
spontaneous flow of my thoughts.
Summary

The qualitative nature of this research and thegrel recollections of the
participants led to the use of a multiple caseysapgbroach in order to explore the
richness and openness of the responses to theieweguestions. The intention was to
draw the reader into these lived experiences amgy to understand not only the effect of
this program on the participants but to understaedcontext of the times. Using an
open coding form of analysis allowed the reflectie@ndid responses of the participants
were analyzed for common threads and emerging théonmake new meaning of their
recollections. The unintentional bias of the resleer may have had an effect on some of
the interviews. However, | became very aware ofpotential to influence the interview
process and worked very hard to avoid it by ndtidg away from the interview

guestions.
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Chapter 4: Results

Qualitative research results can be reported ferdiht ways. Because the
research methodology was a multiple case studyntbeview results are reported as
case studies. Though the participants’ lives vhatiieeir common experience was the
gifted program. The following 33 case studies werigten from responses to 13
guestions asked of each participant (Appendix @ly the first 12 of the questions were
used for these summaries. The 13th question waw/ould you rate your life on a
scale of 1-10 with 10 being the most successfulvamgl?” This question is answered in
the form of a graph at the end of this chaptere fiames of the participants are
pseudonyms. The last summary is mine. | wassselate and fellow participant in the
gifted program described in this research. Asréggaant in the program, | was not an
objective observer. Several of the early faceaiefinterviews became long
conversations between old friends instead of arvigw. But the questions were
answered, although with sometime non-objectiventpteous interaction of the
interviewer, honestly and openly by all responder@eme of the interviews were by
phone and some by e-mail (choice of respondentspemnreflected in the brevity of a
few summaries. The summaries are in no partiarder.
Summaries of St. Louis Public School Gifted Progranfarticipants Interviews

During the interview process seven themes becamdergvand may be helpful in
reading the case studies. The first emerging theasexpectations-expectations of
parents, teachers and the count®acial issuesvere also somewhat problematic.

Because of the gifted-only classrooms, the studeats rather isolated from the other
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students in grade school and may have been hapeidagocially by that segregation.
The “gifted” label was embraced by some and downplayed by othersfieated all of
the students. Faith arsgirituality has also become a large part of the lives of nodny
the gifted adults in this study, and another thémneontemplate Impactwas another
theme—the impact of the program was different fmteof the participants as was the
timing of that realization. Thiack of good high school advisimgas, unfortunately,
prevalent among the students. And finally, degpiessure and the issues students in this
program faced, the end result is the feeling antbagarticipants of being happy and
content with their lives

Paul. Students in the gifted program are sometimes sagrio be in a unique
situation. For Paul, being placed in the giftedgoam surprised him because he was a
poor student for a long time. Paul had poor visiat was diagnosed in the third grade.
He had developed bad homework habits that limitedbilities as a student. Many
students resented Paul after he was placed infted grogram because he was notorious
for putting minimal effort in his studies. “Thoséno knew of my lack of academic
success were resentful that someone who showediglechcademic effort was
rewarded in this manner.” Although other studeasented him, his family was very
proud he was given the opportunity to participatéhie gifted program. His mother
bragged about his accomplishment in the gifted ranmg and his father rewarded Paul’s
successes. Paul experienced the discomfort ofjmaiced with students who were very
intelligent and gifted and it made him feel liképdony.” He thought that once he
entered the gifted program, opportunities wouldhéeded to him instead of having to do

the hard work himself. “I thought things were jaapposed to happen, without too much
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effort on my part.” Paul faced the daily challerufe¢aking several different city (public)
bus routes to get to his new school. Althoughdlveere some difficulties, Paul also
experienced many advantages in the gifted progidenloved the teachers in the
program because they were very patient with hinhfibm enough to motivate him to
complete his assignments. Before this opportuRifyl found it easy to be lazy in
school because of the lack of challenges in theipus grades. He felt the program
offered him a new start. “Personally, a freshtstéve were exposed to many things we
would not have had in our previous schools. Ragg with other kids with similar
interests was good.” Paul did not like being safeat from his old friends because he
went to a different school and hung around diffedidren on a regular basis.

When Paul started high school he dropped out ofjifted program. “After a
poor performance in eighth grade, | was pretty muged to take the regular slate of
classes in high school. As | was just a so-soestuth high school, it was probably a
good move.” He did maintain friendships with thitegl students in high school, rather
than his old friends. He also made new friendshiiis students from other gifted
programs.

After teaching for 32 years, Paul has some streelirfgs about tracking
programs.

My opinion is tempered, again, by 32 years in flagsroom. | have seen, at least

in my school, more money spent, more resourceseaaffenore time, paperwork,

and meetings spent on the lower half of the spacthan the top. Granted,

SPED [special education] programs are necessaryydodon't pay near enough

attention to the kids who will be the leaders soayed
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Paul sees his life with both high and low paikie has been voted “Teacher of
the Year” and “Coach of the Year” several times had helped many students move on
to prestigious schools and progress on to sucdessfeers and lives. Paul attributes
many of his successes to lessons learned in tteelgifogram. He mentioned his divorce
after 31 years as a low point in his life. Thdegifprogram enabled Paul to establish a
foundation for his life, so that he could achieuecess instead of spiraling down the
wrong path. Paul is aware of his failings in hgginool but he appreciates everything the
gifted program offered him as a student in his ymirryears.

Jeanie Jeanie was tested as gifted and put into th® p8blic school gifted
program. Being labeled gifted kept Jeanie humBlee did not feel this label made her
more intelligent than other students. Jeanie fibglsshe was given more opportunities
than students who were not labeled gifted. "I nevas sure that it meant | was smarter
than others but it did mean that | had tested b#tg:n others and that as a result, | was
given opportunities others were not given." Sheagk felt that being gifted had a
negative effect on her brother and caused himdp dut of high school in an attempt to
“act out.” “My brother, however, ended up droppmg of high school. Perhaps he was
‘acting out,” determined to ‘go the other way’ frdns big sister. But who knows?"
There was no certainty on why her little brothet ttis, but she does believe her label
caused friction between the two of them. They néeeame close. On the other hand,
Jeanie had a very strong relationship with hermgarthat consisted of a mutual and
unconditional love.

Jeanie did not remember any particular difficulbbesng labeled gifted “other

than a lack of sleep from being given so much hoatkw She had a great experience in
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grade school with teachers, students, and theectgh it brought. The format of the
program met Jeanie’s needs. Jeanie’s teachemrhiatpbact on her. “The teachers were
very good. They set high standards for us. Bey there fair, caring, and encouraging.

| continue to remember some of them more than Wit taught me.” Even today she
still remembers their teaching methods and philbssp They set high standards for
their students and encouraged them to excel.

Everyday Jeanie would ride the city bus to schdioflid not have a huge impact
on her family because she attended a differentadct®he was upset to change schools
and missed her old friends but made new friendserbus and at her new school. “I
remember being sad about leaving my friends atlkthechool, but | soon made new
friends and enjoyed riding the bus with them.” nledelt there were four advantages
being in the gifted program. First, it conveyed mthessage that she was special. Second,
it improved her self-confidence and positive salfeem. Next, it gave her a solid
foundation for learning. Finally, it exposed hertuniversity setting while still in grade
school. Jeanie had fun and could not think of @isgdvantages to the gifted program.
When reaching high school, Jeanie no longer coraideerself being in the gifted
program. She perceived it as if she was just tpdlifferent classes than other students.
“I really don't remember my high school time asigespent in the gifted program. | just
took certain classes that others didn't.”

Jeanie is not in favor of the tracking programhia public school for three
reasons. First, the kids that are involved inkirag programs develop differently, on
different timetables. Second, once a child isliedhethey are stuck in that program.

Third, she believes kids do not receive an equatatibn with a tracking program.
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Jeanie thinks we should teach our kids to knowappieciate that every student
possesses “gifts,” not that one child is more &giftthan another. “How wonderful it
would be if the gifted program | was part of inrakntary school was simply the program
for all students. Instead of making special, @raling classes in elementary school for
so-called gifted students, but have special, chgifey classes for all students. And let's
teach our kids to know and appreciate that evenyesit possesses gifts.”

The life-long effect of the gifted program for Jeawas the love for learning,
having the desire to achieve, and confidence. idéms lived a very successful life,
having accomplished many goals in life. She grestirom Yale University, became a
pastor, and married a doctor. She has lived dilliéel with love for her relationships not
only with her family and friends but also with God.

Jerry. Jerry was an individual who experienced som@imore negative
aspects of being labeled gifted. He felt he wasgart from others. He had to leave his
friends to attend a new school that was furtheryawBoth of my parents worked, so |
had to take a public bus to and from school eagtvdesus walking a block to my
original school.” People set higher expectatiamrdim. “Everyone expected more from
me, not just scholastically, but they expected onleet mature for my age.” Attending a
different school caused difficulties in his oldeindships in his neighborhood. Jerry did
notice the advantages of accelerated learning aimgj lzchallenged. However, he felt the
full time segregation that the program created avasrious disadvantage. He felt that
once school is over, gifted students have to livihe real world. “Not sure full time
segregation is the best answer. Sooner or |&gardless of whether or not one is

deemed gifted, we have to learn how to blend wWighrest of society.” Allowing that in
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school with even a few classes would have beenficeale Jerry felt high school was
better since it was a blended program and he ateadchool in his own neighborhood.
“This was a better experience for me because Idcattiénd the same high school as
others in my neighborhood. And there were moreodppities to blend with the student
population at large.” Despite his dissatisfactiath many aspects of the program, Jerry
does credit the program with instilling him wittdasire to learn. “As I look back, I think
it instilled in me the desire to learn; not jusire ‘enough’ to get a certain grade.”

Jerry has a master’s degree in business and histildven both have master’s
degrees as well. Neither of his children was englited programs. Jerry completed his
college degree entirely in the evening as he edtitre Air Force a year after high school.
Overall, Jerry is highly satisfied with his lifeptth professionally and personally. He
feels happy and successful.

Marty. Schools create gifted programs for those studehtshvave the mental
ability for advanced work. This program set thegelents apart starting in the fifth
grade. Marty was given the opportunity to be & gifted program. “We were given
more opportunities earlier for studies in areasusofally afforded to students of the same
age.” Besides the educational opportunities aéfdrithe students, they were also put in a
classroom with other gifted students for the sagaening capacity which made it easier
to also bond with them socially. “Other studetit®se also in the program created a
special bond because many of us were togetherfiftmgrade onto graduation from
high school and some of us even went to the sanversity as undergraduates.” In the
regular classrooms, these students may not havasfebmfortable bonding with the

other students. Marty also found it difficult tamtain relationships with students from
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his former school. Because of the elite opportesibffered to the gifted students, the
program did inevitably cause some segregation kmtwéted and non-gifted students.
Marty describes his experience in the gifted progmaelementary school as an amazing
opportunity. “It was great to learn French at anyeage. The seed sown then would
make that language and its literature a lifelomgnil, the area of my eventual doctoral
work, the discipline of my work as an educator, andncredibly useful tool in my
military career.” Being set apart was an advante#ghe program, allowing students to
be challenged, encouraged to apply themselvescagiw to their full potential. In

high school, Marty became lazy and his parentsddhis to be a challenge despite
having great pride in their son.

And for my parents, it was a source of both pridé ehallenge. | was

notoriously lazy in subjects that didn't interest and totally energetic and

everything in ones | enjoyed. | also hated somrgdly math, until | had a great
awakening in my sophomore year of high school.

Marty believes he owes much of his professionaeato the gifted program.
Due to the challenging curriculum throughout thigegi program, Marty was better
prepared for college because he worked harder@mckatrated on his studies.

Marty rated his lifetime success as 10 out of d@annot imagine being happier
or more satisfied.” Marty realizes the gifted pianrg was an amazing steppingstone to
his future success throughout high school, collggejuate school, and in a 24 year
military career retiring as a Lieutenant Colon€bday, “I have been a full-time
professor at the Air Force Academy for over 18 geafter having served 15 years as a

military faculty member before retiring.” When Mybegan his journey as an
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elementary school student in the gifted programyag unaware of the life-altering path
he was about to embark on. However, as his lidgmssed, Marty remembers habits
instilled in him through the program. Without bgiim the gifted program, Marty may
have missed out on many of the opportunities thallenged him to always strive for the
best. Joining the gifted program was one of tleagst opportunities and decisions of
his life.

Kevin. Some students were not comfortable being platddei gifted program.
“It was a label that | really did not like. Asiéth grader I did not want to be separated
from my friends that | had been attending schodhyvi His parents were pleased that he
was invited into the program. There were timeseoifithe other students made negative
comments about the gifted students that made Keelnuncomfortable. “I was rather
immature and did not fully apply myself and therefdid not realize all the benefits
from the gifted program.” He disliked the smaklsses, but enjoyed the many
educational opportunities available to him. Altgbuevin did not take total advantage
of the format of the program, it did meet his nelkg®ffering more diverse classes. The
experienced teachers, who were more than qualéieabhled Kevin to learn much in a
minimal amount of time. Although he attended tAme school, Kevin felt segregated
from his previous friends and remained somewhatatane throughout elementary
school. “I did not go to another school as | statbove, | did not like being segregated
from my friends | had been attending school with.”

In high school, Kevin felt he had not grown outhag immaturity. But it was
different from elementary school because he was tabhttend classes with non-gifted

students. “High school was different . . . | wateao attend classes with non-gifted
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students. The idea of attending classes withmiffetracked students made for a more
enjoyable learning experience.” Kevin believed thacking systems are beneficial.
“The tracking program makes sense in that it oftkiferent ranges of educational
opportunities to students with varied interests différent intellectual abilities.” He
believes the gifted program did not entirely plgyaat in his success in life but
appreciates all that the program offered him ahsugoung age. “I may have realized
some benefit from the program and that it gave resalid academic foundation, even
though I did not take full advantage of the gifpgdgram.”

Chris. The gifted label had mixed connotations for Chitispending on the
group of friends he was with. He was always casrgid an athlete, so things changed
when he was labeled as gifted. He enjoyed plagpuayts including baseball, softball,
and basketball with his close friends. When he acepted into the gifted program,
Chris was thrilled and proud of his abilities, lgs embarrassed to tell his athlete
friends. Being gifted forced Chris to change totaer elementary school. Although
Chris's transition to his new school went smoothgy still did not enjoy being moved
around. At the new school, academics were moreitapt to the students than sports,
so Chris decided to modify his personality. “Whewas with my [new school] friends |
tried to act smart and when | was with my [old sah&riends | tried to downplay that

aspect of my personality.

He said his family members reacted differently i®odtceptance into the gifted
program. He had three younger siblings, a brdth@months younger), a sister (four
years younger), and a sister (13 years youngesjh 8hris and his younger sister were

in the gifted program, but his other siblings weot. Chris and his brother became
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competitive in intellectual games and trivia fackée believes they grew into this
competitive relationship because of the closenesgé. Chris’s brother was not in the
gifted program, and this caused resentment.

[My youngest sister] was also part of the giftedgyram however [my brother and

other sister] were not. | do not have a problertin\ithem] not being in the gifted

program but with a brother that is 13 months youragel a class behind you and
has to follow in his big brother's footsteps, theoeld have been just more than
the gifted influence.

This tension still exists. The two sisters hajgpnablems with Chris. However,
they were always aware of the competition betweeir brothers. Chris's parents were
very proud of his success in school and they nplaed too much pressure on him or
set high expectations. His parents have alwaysatgd his career decisions as well.
His parents never attended college. When theestlgon received his master’s degree
they were thrilled. Chris's paternal relativeseveery proud of their nephew for being in
the gifted program. But, his mother's relativesdme resentful. His mother's sister had
a son a year older than Chris. Because her sometas the gifted program, she
appeared bitter.

Fitting in was sometimes hard for gifted studer@iris's struggle with this began
when he transferred to the new school. His problbagan in fifth grade when he did
not quite understand a lesson in class. He appeokis teacher for assistance with the
unfamiliar material but she did not fulfill his rie Because he felt a lack of support

from the gifted program teachers, he begged hi©iendb return him to his old school.
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When his request was denied, Chris refused to deelvmrk and made himself sick to
avoid going to school, hoping he would flunk out.

| went home and told my mom that | wanted to gokldadthe old school]

because | hated the program. | found out latdrrtiyamom went to [the new

school] several times and was in the office with phincipal crying her eyes out,

“He sits up in his room and doesn't do his homevsarke can flunk out and go

back to [the old school].”

Chris endured these uncomfortable feelings at daldd he reached the
seventh grade. At that time, he began to undetstasignments and finally fit in with
his fellow students. He was still struggling wittany subjects, but his athletic abilities
helped him gain friends.

After working through this turmoil, Chris enjoyedhime in the gifted program.
His mother always attempted to help Chris formnfgi€hips at the new school by being
involved with the school. Money was always anésatihome but whenever the students
at the new school were doing an activity that coshey, his mom found a way for him
to participate. “My father worked two jobs and didn't have a lot of money. But, if my
friends at the new school wanted to do somethinighwvould put a financial strain on
us my mom always made sure that | was includedhbtAer method Chris's mom used
to help him through those uncomfortable times wasining a room mother when he
was in fifth grade. Chris felt the gifted studewtsre treated with more respect and were
expected to be more mature. Chris is gratefuéfqueriencing activities including the
Art Museum and the symphony which others were hgibée to attend. As Chris

advanced in the gifted program, he found it wasfoiwhatted to maximize his needs. He
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was labeled gifted in school so he was in advactastes in every subject. When his
younger sister went through the gifted program &y later, she was labeled gifted in
only science and math. She participated in advhnlasses in those subjects, but

attended regular classes for her other subjedisis €aid, “I think that | may have been

gifted in some areas but not all. To be pushethohtold ‘You are going to be smart in
everything' was not for me and a lot of the kidsenléke that, not gifted in every area.”
He feels he and many of his gifted classmates wioald been more successful in the
type of system his sister was in.

By being in the gifted program, Chris experiencetivities not available to him
at his old school. At the new school, he receivexle one-on-one education because the
class sizes were small. He also felt the speeidlizachers for some subjects were an
advantage to the gifted program.

The gifted program in high school was hard for €hiBetween sports, school,
and hormones, Chris failed to balance his priaitiglis father dropped out of high
school during his sophomore year, and did not pi@wmuch positive advice to his
struggling son. Instead, his father shared some lbak life experiences that inspired
Chris. Chris's mother did complete high schooér goal, after high school, was to find
a job and start a family. Chris found out moshisfinformation about high school from
his friends and other relatives. Chris was ndhattop of his class so he felt it was very
important to excel in sports during high schook méver talked to his friends about

being an academically advanced student in highadchénot because he was

embarrassed by it, it was just not a big deal.
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Chris believed being involved in the gifted prograsas more positive than
negative. He is more comfortable discussing hiigyation in the gifted program now
than during his childhood. Chris is now a highaaheacher and coach. When he tells

students he was in the gifted program, they aresathudook at him and say “Coach?

Chris attended Southeast Missouri State Univeestying a bachelor's degree in
education and obtained his master's degree frony\Mlar University. Both of his
children also attended college. Chris is very gelawith his life. Being a huge sports
fan, he remains active and plays on three diffevetieyball teams. He does not worry
about making a lot of money or trying to buy thevast things. Chris enjoys every bit of
his life!

Ron. Ron started in the gifted program in 1959. H@wed the opportunities he
was involved in while in the program. His favoréed most rewarding experiences
being a gifted student were the art field triponRredits influences from the gifted
program instructors on the positive outcomes ofifeés Fortunately, the gifted program
was convenient for him. It was set up in the sthecattended. The gifted program was
difficult for elementary students to explain to etk but Ron believed it was a positive
label for him. Ron and his parents were prouchefgood grades he received.
Sometimes his parents seemed to be too proud gfdeitting the bar beyond Ron's
abilities. “Of course, it was a situation that gaay parents some grading material and
often expressed that | should always get all A gsagince | was so smart. That may
have been a problem with expectations higher thaalilities.” Ron did not let these
unreachable expectations lower his self-esteenter Aihishing elementary school, Ron

went to high school where he continued in the difieogram. He believed his high
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school’s gifted experience was as fantastic agleimentary school experience. ‘I
thought it was terrific, having the opportunitygarticipate in so many of the extra
programs that aren't offered today.” Although Raud such an incredible time in the
gifted program, he believed children today would menefit from it as much as his
generation. He believed that the amount of peesgure placed on children now would
make the experience less noteworthy. Overall, Ras very pleased with the elementary
school’s gifted program. “What stands out moshyimind are the field trips concerning
the arts. | think we were blessed to have the dppity to learn [from] such a wide
variety of experiences.” His teachers and the dppdies the program provided
influenced his career choices and lifestyle.

Ron is a graduate of Southeast Missouri State Wsityewith a bachelor’s degree
in business administration. Ron had a wondenfaétbeing involved in the gifted
program and felt that his parents were very prdudr. Neither of Ron's parents
attended college but they both graduated from bdjiool. Ron has a son and a
daughter. His son graduated from high school anddughter has a bachelor’'s degree
and went to graduate school. Neither of his chitdvas involved in their school’s gifted
programs. Ron did not maintain any long-lastirigtrenships with the students he was
involved with in the gifted program. Ron did feleé program had some lifelong effects
on him.

My first job career as a television news repor@chor and producer was greatly
influenced by the teachers and the classes. Mynskecareer as an advocate and speaker
for people in recovery from addiction has also be#iaenced by my early teachings by

being comfortable in front of a class or group ebple.
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Diane. Being labeled gifted means something differerga@ch person who is
identified. In the case of Diane it was, for thestpart, a positive experience. “I liked
it; it meant | got to go to school with smart kid®iane truly enjoyed learning, and
enjoyed the special projects and perhaps, modl, @goyed being surrounded by other
students like her. She did face some challengdstiwe label, primarily from her
parents. Her mother was concerned having a gitbdd. Neither parent fully supported
the program or offered the needed emotional suput her biggest challenge and only
real complaint against the gifted program was k& tdemotional support. “It would
have been nice to have a counselor help me unddrathat | could do with being
gifted.” Since her parents were not providingite thought perhaps the school would
offer this service. She had to change schooldl@m deal with parents who encouraged
her not to be “too smart”. Diane felt she neededunselor to help her through the
transition. As a child she found it hard to untkemd why she was not “normal” like the
other children and why she was singled out. Ay&8rs-old, Diane did not comprehend
the reason she was pulled out from her classroahse@parated from her friends. She
felt she was somehow different than her friendsraadly did not know why. Despite
this, the positive aspects of gifted education mauéor the negative ones. Diane was
kept involved, constantly challenged, and intekgteschool.

Diane felt that the gifted program was an advantagjee did feel that had her
parents supported her and not held her back, pedtewould have stayed the course
with her academics and obtained a Ph.D. Howevieeyvasked how she feels about her
life, she is very happy. She felt the lifelongeeffs of the gifted program such as building

self-confidence, instilling a feeling of competeras®l finding a career she loves were
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great. “I like the work | do, | feel confident andmpetent.” Looking back, she has no
regrets. Today, she has daughters who are alsulgiShe has encouraged them to
embrace their gifts. As she looked back on beabgled gifted, she acknowledges that
the times were different than today. Today shésfievas a great advantage to have an
IQ in the gifted range. However, she is a stroakiglber in Howard Gardner's multiple
intelligence theory and feels that being giftedn¢y part of the successes she has
achieved in her life. The gifted program gavedgood academic foundation but it also
gave her a desire to be successful in everythiagatiempts. She measures her success
not only in business but in her personal life ali.we

Carla. Being in a gifted program for some students gheen more self-
confidence and also the feeling that more was dggdeaf them. Carla, the third member
of her family to be involved in the program, felepsure at times in the program but
enjoyed pleasing her family when she did wellfelt that | was under a lot of pressure,
most of which | placed on myself. And, | cannot Hzat | would not have felt the same
way had | stayed in the other class, it may sinfyalye been a part of adolescence for
me.” With the pressure of the program, Carlaftatiunate that she did not have to
change schools when she entered the programin¥d that a pull-out format is really the
only way for an advanced program to be successfdétla discussed how different
gifted programs are today and how they have evolMextlay, her own gifted children
were not taken out of their regular schools ancevmet ridiculed by other students for
being gifted as Carla was when she was younget, vBth teachers who were very
devoted to their professions, the gifted programlehged Carla and gave her more

opportunities to learn through many experiencé¥ittf a tracking system, high school



LIFETIME EXPERIENCES OF BEING GIFTED 68

was not that different from elementary school.”rl€aid enjoy the fact that she was
occasionally able to have a class with childrethalower tracking level, but she felt the
pace in those classes was far too slow. “We oweptomising students to give them the
chance to go as far as they can.” Carla belidvwatschildren with advanced gifts should
be able to strive to achieve their personal besstugdents today have to go slower and
wait for the other students. “We, as a countryeheontinually ‘dumbed down’ every
aspect of life and should consider raising the’bar.

Overall, the gifted program gave Carla the abtityhink for herself. The
program provided Carla with the attitude to newepsesearching a problem until she
achieved the answer. “We were not simply taugtisfave were inspired to find out
why these facts were true. We were encouraged tubous and to embrace
knowledge.” The gifted program gave Carla theighib achieve a life of fulfillment
and contentment as a mother and wife. She wasnfate to be a stay-at-home mother,
who made her children very happy and she's beentabVork out of her own home.

The gifted program appears to have provided Caitlaavife of happiness and a lot of
pride in the activities she has chosen to be ireaiw.

Dana. Being enrolled in the gifted program at a scladglof her neighborhood
negatively affected most aspects of Dana's lilehatl some negative connotations
especially from friends from the old school incitlegasing, being called the ‘brain.’
Dana's father had joined the military after highaw. When he returned, Dana's mother
dropped out of high school after 10th grade, theyewnarried and started a family.
When Dana was in third grade her family moved todity (St. Louis) after her dad lost

his job in the mines. During the fourth grade, slas tested for the gifted program and
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in fifth grade Dana started in the program. Daad &lways been an outgoing and
friendly child, until the third grade when manymifgcant changes began to happen and
disrupted her life. She became quiet and intredeaind was not as social with her new
classmates.

She was required to attend the new school witlother gifted students. Because
she was going to a school that was out of her heidiood, she had to find alternative
ways to get to school. A mother of one of the¢hstudents being transferred to the new
school offered to drive the gifted children to #whool bus stop every day, which helped.
Riding the bus was a concern for Dana's paren@usecshe was so young. But they
allowed it. Dana had a lot of homework from thitegl program that kept her away from
her family and friends in her old neighborhood.e Spent most evenings and weekends
working on schoolwork instead of socializing wittetneighborhood children. Because
Dana attended a different school than the othédrem in her neighborhood, they also
distanced themselves from her. The relationshiwden her and her older brother was
strained “because my brother always had problersshool and so the comparison with
my grades, his grades, and expectations of my {saveas always a problem.” All of
these factors seem to cause Dana to become evenmoverted.

Dana always felt out of place while she was ingtfied program. She felt as
though she had barely passed the required test d&odepted in the program placing her
on the low end of the gifted students. “I wantedeturn to my old school after one year,
my parents checked in on it and all the informatiogy got from the principals and
teachers from both sides was that they did not wanto return to the old school.” Dana

describes her instructors in the gifted prograrstast and stiff. Students who did not
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keep up as well were intimidated by the teach&ise felt as though the teachers were
motivating the students by fear, scaring them mishing harder to learn. She did not
feel that they demonstrated the fun in learningn®always felt stressed and pressured
to succeed, feelings that children that young shaot be experiencing. “lI was not sure
what my needs were at that point. | felt as tholughas struggling and pressured and |
don't think a child at that age should feel thaywa

Despite the negative aspects of the gifted progsdnm did experience some
positive ones. She felt the instructors, thouglghg were the best of the best. The
teacher that taught art was from the St. LouisMuseum and her two French instructors
were born and raised in France. The students arefield trips that would never be
offered to other children in the public school$lotve art. | love the Art Museum . . .
those sorts of things | believe were my little jé&svieom that program, cultural closure.”
The exposure to culture was a great benefit fathallstudents in the program.

Dana did not go on to college after high schoaktdad she got married, settled
down, and started a family. Counselors at her baftool never explained the different
options she had after graduating from high schétdd Dana received more counseling,
she thinks she might have taken a different route.

| figured counselors sat down with me and said ‘e you going to do after
school?” The counseling may have made a differemaiethat | would have said | would
have taken a few college classes, because | wag gmget married and have children,
that's what | planned to do."

She also said, “I'm not saying that is the path tlnaould have taken anyway but

if I'd known about it maybe something could haverbdone. | could've had children and



LIFETIME EXPERIENCES OF BEING GIFTED 71

go back to school but that did not happen.” Daasativo children, a son and a daughter.
Her son received an associate's degree in lawenfant after high school. Her
daughter did not finish high school and neithefdcchias in the gifted program's other
schools.

Dana believes she would have grown up a differerdgn if she had not been
involved in the gifted program as a child. Althbughe experienced some pretty
incredible things, it really hampered her sociallsk “I think probably for anybody else
it might've been a good experience. For me | migivie been a different person if | had
been left at my community school.” Because of soffrtbe teasing she feels “it affected
me, becoming a person who wants to please pedpler han just being who you are.”
In the last few years Dana has found herself angh&igsion. She uses her experience
with the gifted program to help others. At the af§&2 Dana finally enrolled in college.
She earned an associate degree in elementary esutam Jefferson Community
College and works for Head Start. Although nowodoed, Dana is happy, enjoys the
simple things in life and treasures every minuté.of

Patrick. Patrick was tested and given the opportunity téi@pate in the gifted
program. He was too young to understand the mgamd requirements of a gifted
student, but nonetheless, Patrick and his paremgily accepted it. “I did not
understand the word but my feelings were entanigléidle meaning of potential.” After
being accepted into the gifted program, issuesldped among his friends. The students
who were not in the gifted program grew to resaiti€k because of the opportunities
afforded him. Patrick felt he had not changed diddhot understand the changes that

occurred between him and his former grade schaids. Patrick and the other gifted



LIFETIME EXPERIENCES OF BEING GIFTED 72

students had the opportunity to listen and leaoutblassical music, gain an
understanding of art and architecture, advance thath and science skills, go on
enlightening field trips, and learn how to desigil @onstruct an ice boat. His most
enjoyable times in the program were when he cordegith his teachers. The years that
Patrick did not care for the teacher, he felt ltkrdit get as much out of the program.
Through excellent opportunities and helpful teashPatrick not only learned material
that would aid him intellectually, he learned Idat skills, such as the value of practice
and teamwork.

The gifted program did not affect Patrick’s honfe Bignificantly. He had four
younger siblings: a bother and three sisters, éméhich had Down Syndrome. Each of
his siblings were also labeled as gifted studemsept for his sister with Down
Syndrome. The relationships he had with his broginel sisters were not affected by
each of their intelligence levels but rather by dige differences. “My relationship with
my siblings was tempered more by age discreparay bly intelligence difference.”
Patrick’s father was not very involved with his sohng, except by setting expectations.
But, Patrick’s mother was very active. She alwatyesnded PTA meetings and
participated as a room mother. Both parents werg proud that Patrick excelled in
school. Overall, the gifted program gave Patridoafidence boost. He learned that he
was a leader and became a quick learner.

In Patrick’s eyes, the gifted program had its ad@ges and disadvantages. In
addition to the many activities of Patrick’s gifteldss, he also benefitted from smaller
classes, separation from the other students, anthgaarents. Because the gifted

students are pulled out of the normal classroomgaadped together, their student to
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teacher ratio decreased. This provided studente oree-on-one interaction with their
teacher. The separation between gifted studentswggrage students kept everyone on
the same page within the classroom but on the pdaygl or in the neighborhood things
were different. Bullying due to differences ocadall the time. It created threats and
physical altercations. “I spent less time with guyith whom | had been friends prior to
fifth grade and | did not understand it. | do ttobk that it was me who saw the
difference.” Being pulled out of the mainstrearmassroom had a few negative affects
according to Patrick. He did not get the chandaeimome familiar with having regular
homework assignments, students with disabilitieslifferences among people.

The excellent opportunities and challenges contragePatrick entered high
school. Patrick met other gifted students thatsiadlar experiences in grade school.
Patrick developed close relationships through o#lcévities: such as basketball, softball,
baseball, football, track, drawing, painting, andsis. “The new students had similar
experiences and they were really interesting anddlihough my expanded friendships
were predicated more by athletics and not the idass.” He learned more from the
teachers he could engage verses the teachers wdoould not create this bond.

After earning a bachelor’'s degree from SoutheassMiri State and two master’s
degrees, one from Memphis State University andther from University of Memphis,
he is pleased with the way his life has developéd.is appreciative for the opportunities
of being involved in the gifted program throughbig education. It prepared him for
higher education and the road beyond. “Essentibipt a confidence boost already
begun by my mother. She affirmed me and the ifleation was a reaffirmation. |

could do and could lead and | could understandkiyuend implement what | was
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learning.” After graduating high school, he eddin the U.S. Army Reserves. The
following year he started his college career. BuftRatrick’s parents went to college.
His father fell short of graduating with a bach&ategree in education but his mother
completed her bachelor’'s degree in occupationaafhe The gifted program Patrick
was in did not have any effect on his children tadr education. Both of his children
completed their bachelor’s degree.

Lori. In some cases it was a symbol of academic ssitodse accepted into the
gifted program of the St. Louis Public Schools @59, but to someone like Lori it just
meant that she was “smarter than the rest of flassmates and friends. But in reality,
it wasn't some kind of status symbol just that veila be doing different types of
coursework in classes that would be more advanckall stated it was a more
challenging schooling, teachers were there to ehgé the students to do better than in
the past and to keep the children busy with wogk ttas a grade level higher.

Like any gifted program, the teachers at the schoalattended, “were always
there to help us and to challenge us to do mottetbitan we had in the past.” Classes
were advanced by at least one grade level. Thegggms gave the children
opportunities not available in the regular classreo Examples of this were
opportunities to study French and to learn abowtionand the gifted programs. “We
studied French all through elementary school, aadhad many opportunities to study
music (especially string instruments).” Also, dndn in the program attended more field
trips and they could achieve greater knowledgehamiis-on experiences with the

material they were studying.
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Even though the physical building and the playgcbwere much smaller than
that her other school, Lori “became an excelletieyball player.” She fell in love with
the sport and was a player on the varsity teaneirfrieshman year of high school. Even
though this was not “part of the gifted program gef’ it was a direct influence on where
Lori would go with her future choices.

There were also challenges and disadvantages fwageam. In Lori's case, it
did not have much of an effect on her family, aswsfas an only child. But it did have an
effect on her close friends who were upset thawssegoing to be separated from them.
Another change was transportation. It was a chg#ié¢o get to school every day.
Eventually her parents set up a carpool system avitither family whose daughter
attended the same program and lived in the neigiidloal. “I didn't like having to travel
to and from school every day, and sometimes th& wais overwhelming.” The system
upset Lori, because it would have been much etsegtend the school located right
across the street from her home. “For me, there wees when it was really a pain to
have to travel to school rather than walk acrossstheet to the other school.”

Even though she was part of this gifted progranmi &till did not feel it had
much impact on her life further down the road.cédh't really say that being in the gifted
program had a long-term effect on my life.” Shekadvantage of a wonderful
opportunity given to her, but never had the feetimat she was smarter or more
intelligent than her peers. “It was an opportulitgt | was able to take advantage of, and
accepted that. | don't think | would consider nifysearter and more intelligent than my
peers, but | do know that that not many kids fram given class were selected.” She

also felt as if she had just made the cutoff saoteer testing.
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Lori feels very confident about her life now. Afthe gifted program, Lori
attended Northeast Missouri State College. Shdiediuand received her bachelor’s
degree and a master’s degree in health/physicalbéidn. She is married and has raised
four children while having a 29-year career infieéd of education and has had many
opportunities to lecture on behalf of health angsital education.

Lori has had success in many educational progranasteacher and lecturer
“Whether or not these accomplishments are a do@celation to the gifted program
itself, | can't say, but whenever opportunitiesspreed themselves, | made sure | took
advantage of them.”

Rene Rene only had positive feelings about beingledbgifted during
elementary school. The gifted program gave hefidence in her intelligence. “It made
me feel special in elementary school but in highost | did not feel any different.” She
was exposed to many of things others were not anddanot have been available
without this program and better prepared them igi Bchool classes. The students
participated in many after school activities sustbawling and dances that helped the
students grow socially. The gifted program indtots were respected by Rene. She
thought they were always well prepared for eachscléActually | thought very highly
of the teachers. |think they were all really gdedchers.” Rene never felt segregated
from the students who were not gifted and was eibparticipate with them during gym
class.

The positive reaction towards the gifted programticmed to Rene’s family as
well. She and her brother, three years older, wewer close in school so the gifted

program did not take away from their relationshijer parents were very proud of her
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intellectual achievement but did not expect muomfther. During Rene’s childhood,
her parents were more worried about her brothergosiiccessful. Her father did not
believe that college was intended for women. Sgheents did not expect her to attend.
“In the 1950’s, far more was put on my brother éosbiccessful than on me. So it didn't
matter that much that | was in the gifted prograat,my parents were proud that | was,
but it was not ‘like she was going to go to collégeler extended family was not
affected by Rene being accepted into the giftegnam, because it was never really
discussed. She was able to keep in contact witblbdriends from [the old school].
The gifted program did not negatively affect hegridships. She was able to keep in
contact with some of her girlfriends through Broesni

The only challenge Rene had while she was invoivede gifted program was
transportation from her home to her new schoole WBas required to take public
transportation. Occasionally she was able to catetie with her classmate and neighbor
Lori. Moving to a different school and having &ké a bus to get there did not bother
Rene. She actually enjoyed it and wanted to gha@amew school.

It was something | really wanted to do in elemenshool. | think back to my

brother, he did not want to go to another schaad, was happy staying with his

friends, although my parents really wanted himdosp | had it in my mind that

it was something | really wanted to do.
Rene did not have much to say about the giftedrprogn high school.

It is funny because | think more of the elemenfaggram as the gifted program.

| know that the classes prepared us for collegd dan't think of them as

innovative as | did in elementary school . . . Bifeed classes in high school
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helped prepare me for higher education, althoudjl hot place in advanced

placement classes in college.

She does not feel her high school classes werdvasmieed as her elementary
school classes.

Rene feels there were positives and negative aspétiacking systems that exist
in schools. By segmenting the students into grdagzsed on their level of education or
intelligence, the students benefit because theyetthar work at a slower or faster pace.
But students do not have the opportunity to expeeealifferences in abilities in the
classroom. “But then you do not develop the toleeaf you're not with kids that
struggle a little more.” Rene enjoyed the trackpnggram she was part of in high
school. She took advanced classes but still hadpportunity to take classes and to
interact with non-gifted students in regular classe

We had class with older kids in high school. Sewlay they did it might be
right. If you meet the needs of the child in acaiesubjects, maybe it would be good to
expose them to other students in some electivedgpeses.

The gifted program gave Rene the drive to go ttegeland further her
education. “I think it encouraged me to go toegdl. | think that is the most positive
thing that it did for me. It gave me the confidero carry on my education.” Rene
received her master’'s degree from Southeast MisState University and is now a
teacher. She came from parents who had not atlesalkege, so this was an
accomplishment for her. Overall, she feels veppyaabout her life. Her children went
on to college and graduated with bachelor’s degré&sther of them was involved in the

gifted program in their schools. Rene has alwayeeted quality education for her



LIFETIME EXPERIENCES OF BEING GIFTED 79

children after having the opportunity to be parthd gifted program when she was
younger.

Darren. Gifted students can experience embarrassment thieg are singled out
as well as suffer from the added constant pregsuggcel. However, Darren, a student
who started in a gifted program of the St. LouislRuSchools in 1959, reported very
positive experiences. Darren’s 1Q was tested énftlurth grade. Because of his high
score, he had to change schools to participateein ‘tgifted” program. Darren did
believe that labeling programs as “gifted” did nt#arly define what he thought should
have been referred to as “challenge program.” “dumeiculum was challenging for the
times (e.g. algebra in eighth grade) and intergstWe also had the opportunity to do
special projects like building an ice boat.” Thélyput or segregated program might
have brought out the shy and quiet Darren. Hisngjb were 10 and 14 years older, so he
had the opportunity to bond with friends who wererenhis age. In fact, 50 years later,
he still socializes with some of these friends.rrBa did not believe there were any
disadvantages to being in the gifted program. ldgga with friends after school and
enjoyed participating in sports. Again, thoughstressed that the “designations” or
“naming” such programs should be considerate ddtatiients: “I think naming some
students as ‘gifted’ does more harm to the seleratof the ‘non-gifted students’ than
any benefits accrued by the ‘gifted’ ones.”

Looking back, Darren is positive the “gifted” pragn helped his academic
success at Washington University, where he hadl adademic scholarship, and at
Lindenwood University, as well as his career in roaddevice research and

development. But he also felt
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Each of us would define success differently, usiagh criteria as financial,
academic, job title and responsibilities, commitbterand furtherance of various
philosophies, interesting and varied experiencesriage, friends, children (their
happiness and success), self-reliance, self-sdiisfia generosity, leaving the
world a better place or helping people.

Darren measures success by “leaving the worldtarggtce.” This feeling
might be attributed to many factors, especiallydasents. Concerning his goal of
“leaving the world a better place,” one might aseuhat Darren has achieved that goal
by raising two children who were in their schodtdct’s Talented and Gifted Program.
His daughter received a degree in urban studi€slmbia University and son received
a degree in chemistry at Washington University.

Andrea. Many students in the gifted program feel vergua of their
accomplishments and how it made their families ¥ee{ proud. Andrea faced a
challenging issue because her siblings wantedoh&tay at their school after she was
chosen for the gifted program. With the help &fiend and parents who were very
proud of their daughter, Andrea made the transtiope part of the gifted program.
After the switch, Andrea found herself being frisndith the children from her new
school rather than her old neighborhood friends.

The other children in the neighborhood went to fileeschool] and | went to [the
new school] so | became friends with the studenftha new school] because | was with
them every day although we lived in different areas

The stress that came from the gifted program mautée® feel sick to her

stomach, and it was difficult for her to recov&he loved how the gifted program had a
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faster pace, better teachers, and appreciatedthisework. She also enjoyed being
exposed to all the useful information that woultpheer throughout life. With a format
that met her needs, Andrea liked sharing her egpeei with other students who had the
same things in common. “I liked learning and beangpod student and | enjoyed being
around other students that had similar work etaras drive.” Switching schools was the
hardest thing for Andrea because she appearedealtot of her old friends while
making new ones at her new school. She appredmedhe program prepared her for
high school and college by providing in-depth stsllijls she used throughout life.
Andrea did feel that being a self-contained grough mot exposed to regular kids and
activities were great disadvantages. They wergantof the larger group.

Transitioning to high school was a wonderful expece for Andrea. It was easy
for her because her accomplishments in grade scheaht more time for extracurricular
activities and more free time. College was alssydar Andrea because of her hard work
in grade school, the study skills she developedthadesources she could use to
succeed. “lI never had to pull all-nighters befiomal exams and did very well.” The
only thing that held Andrea back from a perfecat lifas always being a perfectionist.
Andrea feels there are things in life that she egsbhe had accomplished but did not.
She moved to Chicago, started teaching, and tlogpetl teaching to raise her two
daughters. Although she felt that she should lga¥ten more out of her life, she states
she had a great life with two intelligent daughtemsl a nice career as a teacher.

John. John started in the gifted program in fifth gradie felt the gifted student
program challenged him; it kept him from gettingdmbas he was before fifth grade.

John grew up with a sister who was three yearg olibey were treated differently
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because of the grades each was capable of receitsig had to work hard to get a B or
C and | always seemed to be satisfied with B doioiping. So if | had to work my butt
off to get an A or do nothing to get a B | would miathing and get a B.” John makes it
clear that his family, friends, and other studdmisw that he was gifted and capable of a
lot more. After getting through the boring yeaman first to fourth grade, John believed
fifth grade in the gifted program and beyond forb&d to pay attention and prioritize.

He liked the format of the program because it sgafexl him in the classroom with
classmates with the same abilities.

Attending a different school than his sister alesqul a few problems. His older
sister and John were now in different schools aadnwother's school involvement
became difficult. Trying to participate at bothsaeachallenge. Transportation was also
a problem. His dad tried to pick him up sometimBsit he did have to walk
approximately three miles instead of three blookgdt home when his father could not
pick him up.

From John’s perspective the “gifted” program hadynadvantages and one
disadvantage. “The only disadvantage was in fgbips.” John was not able to
maintain the strong friendships he developed wids kn the first-fourth grades because
he entered the gifted program. On the other hdoithh was happy that the program did
not bore him. Paying attention in the “gifted” gram was very important because of the
speed of the class.

We had to pay attention because class moved so fasigt. | think | did better

because we moved faster and we had to pay mordiatte Before, when it

moved slower | missed a lot because | was bored.
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Being in the “gifted” program also made it possitdeJohn to maintain a full
schedule and be able to graduate from high schabkree and a half years. Throughout
high school John began to feel bored again. Buikkd that he was able to assist other
students when he was just a freshman.

Looking back, John believes that the “gifted” prgrgave him the motivation to
work a little harder than he would in a regulaissi@om. The “gifted” program appears
to have developed John into a very successful basman. The only thing that John
regrets is the fact that he is divorced. Ovethé,“gifted” program appears to have had a
positive influence on John and helped him to becargeod man and a great father to his
son.

Luke. Some students in the gifted program felt pres$tm succeed which made
them feel like they were expected to always be goadhatever they do. Luke was a
student in the gifted program. Although he enjojecry much he felt he was thought
of as a nerd because he had the gifted label. idHead feel much pressure from his
parents or extended family due to being giftedabee his brother was also gifted and
applied himself much more than Luke did. “It diokinave an effect on my brother
because he was also labeled gifted. He was aol@arthan me and really applied
himself.” Luke did not experience any difficultiesthe gifted program but felt there
were such high expectations for him to succeeddandery well in life. He liked the
“enrichment” of the program and the teachers bexéhsy put positive pressure on him.
The main thing Luke questions about the gifted paogis the fact that they never really
told him what it would lead to or what he shouldwdth it. “One thing | remember is

that in the gifted program they never really madgear what this would lead to. What
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was the payoff in the end for us?” He appreci#itedstructure of the program and also
the teachers. Although he had to take the citytbiss new school every day, Luke
loved that it gave him some “independence.” Hedikhat the gifted program kept him
from being bored with regular classes and also sagdim to many new things that
were available to him. “It kept me and the othiéted children from being bored. It also
exposed us to new things, particularly the scieacekforeign languages. It was a nice
experience.” He did not like that he started émsition into a “snob” and found himself
having a hard time understanding the normal stisdeftfound myself having difficulty
understanding the average Joe. | had trouble ltelagant of people of average
intelligence in college.”

When Luke started high school he decided to drapbthe program. He learned
from his brother’s experience that the program g@isg to put a lot of pressure on him
so he decided to just drop out of it.

“l did this because | saw the kind of pressure mother was going through so my
parents and | felt it would not be good for mendved on, it was the right move for me.”

As far as the tracking system, Luke believes thatould be done by subject
matter.

The gifted program had a lifelong effect on Lukemade him more independent.
He felt that it was a great experience and leaddmirthe right path in his life. It made
him the person he is today, a thinking man who $oakthe world differently and tries to
do things the right way. Luke liked the fact ttfa gifted program was a positive stigma

that would be attached to him for the rest of Hies IHe sees his life as wonderful with
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great children and a nice home. He is not richneubelieves he owes a lot of his success
today to the gifted program that he attended inlgschool.

That may have made me more independent. Butdumelny parents influenced
me more than anything. As a kid, my parents exgaecte not to make as many mistakes
because | was labeled smart and gifted. It wasoa gxperience in general. It did help
make me the person | am today and maybe | perteeveorld differently.

The gifted program provided many people the oppatguo set a foundation for
a great life. Luke feels he is an example of handiwork in the gifted program allowed
him to get a lot out of life.

Micki. Micki was not fazed by being labeled gifted.

It didn’t bother me. | really felt that way befaiteat. | was just different from

those other kids and didn’t have the same interegt®e same things. So finding

that out and having that label didn’t bother malkat

However, getting along with other children wastraiggle. She was an only child
and her mother had her at 46.Micki was raised bintpparents who were very proud of
her.

My parents had been divorced and got married againthank God they did that

before | was around. They treated me great, tle@gnraised their voice, never

laid a hand on me, total love, and they were rgaibud of me.

Micki did struggle socially with kids that were ngifted, especially on the walks
to school where most of the verbal abuse took place

That was very difficult, there was a lot of anintgsand of course | only lived a

couple of blocks from school so | was walking tal &mom school. You know it
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takes years to socialize kids; some of them westtyphateful cusses when they

are young.

She wishes that they would have had a separatdifyiiior the gifted students so
they did not have to deal with all the other studen

Micki felt that she was not as prepared to entghlsichool as kids coming from
other schools. She thought that the gifted progragrade school was too individualized
and didn’t have a set standard. This included:these planning, the teacher and the
quality of the program.

| think the big difficulty was a sense of not fegjias prepared on entering high

school as kids who were coming from other schodaybe there wasn't parody

in the programs. But | think that it was maybelsan innovative thing that the
quality, the instructors or the course planning teasindividualized and not
standardized.

Micki believes her learning ended after eighth gradcause her high school
teachers were mostly old and nearing retirementcaong very much about teaching.
However, Micki does feel that the teachers’ legslams in grade school were not very
challenging either. That could have led to hefidifties in high school. She looks at
many of her friends who are teachers today andatébelieve the same time and effort
was put into teaching when she was in school. @aeher that stood out in Micki’s
mind was her fifth grade teacher who had an intergsvay of teaching. Micki enjoyed
that she “was very demanding of her students angsteaight to the point. She told the

students how to get an A and what to do, and tften the student completed the task,
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they were done.” This form of teaching stuck @umMicki as a great method and way of
doing things.

Micki felt that the program met her needs in gradeool, but high school was a
different story. In high school, Micki was in atking program that had its pros and
cons. Micki was always interested in science, thnd excelled in those required classes.
She also possessed a love of art and music, whepwsued but was denied because of
the required coursework for the Track 1A (gifteack) student. The only music class
she had access to was an a-cappela class. Mickiesdeaf, and as a result she was
treated unfairly in the class by other studentsereh the teacher.

| wanted to take a music class. | had to go ta-aappela choir class with [her

teacher] during the eighth period. | am tone ddaflould sing my little heart out

and one time when we were going to go somewhepertorm, | swear to God,

[her teacher], looked at me and she said ‘Miclst move your lips’

Although this incident tainted her overall expederin the tracking program, she
still believes the program was a good idea. Allgpstudents to become involved in a
variety of classes, the tracking program couldease the success rate because students
would be able to take in more subjects they enjagother example she gave to describe
the result of some lack of teaching in high schwea$ her ninth grade history class. The
teacher instructed the class to read a chaptemake up 10 questions about it and
answer them. This method of teaching was sometimfgmiliar to her and other gifted
students. There should have been a select groigadfers who taught the gifted
students in high school. She even believes oheolhigh school teachers was an

alcoholic because all she would do is sit at hekdand sleep.
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Micki felt unprepared for high school. She hadadcbefore she graduated.
Micki did not attend college after high school.eStas married right after high school
and waited until her baby was three-years-old lee$tarting college. She attended
Forest Park Community College and Washington Usitefrom 1972-1980 and
completed two associate degrees in chemistry arsinguwhile working full time and
raising a family.

Julie. For many students being in the gifted program wexry meaningful. Julie
was very excited to join the program and felt “Rft@nd honored” to be given the
opportunity. When she was first labeled giftect did not know what it meant. She was
told she would be given the opportunity to leartr&xhings. “l was excited about this.”
She felt as if God granted her a gift to accomptigire in life with her learning abilities.
With two intelligent siblings and parents who wahtke best for her, Julie felt that the
gifted program was the perfect fit for her. Jdband herself in the middle of her
siblings’ learning abilities. Her brother was vamyelligent and her twin sister had to
work a lot harder to get the work done.

My brother was extremely intelligent and zippedtithrough his classwork. But

my twin sister, on the other hand, had to worktdarder than he did. Things

came easier for him than for my sister.

Julie experienced very few difficulties with thdtgd program. She was still able
to play with the neighborhood children and findestfriends at the new school.

Being able to take special classes in math andgiotanguages was a joy for Julie. She
thoroughly enjoyed the gifted program even thouuhlsnew she would have a lot of

extra work on her hands. “l remember having spetagses in math, and foreign
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languages. | knew as a child that there would lo¢ af extra work in these classes.”
Julie enjoyed all of her teachers and she likedmhg they challenged her to make the
most of her abilities and become very successfathool. “I really liked my teachers.
They challenged me.”

The issue of transportation was a challenge fae J@he had to take the public
bus to and from school every day, which lengthdmadday and separated her, further,
from her neighborhood friends. Julie saw many athges to the gifted program. It
gave her the opportunity to plan more for collegd she also felt that others viewed her
as smart.

There were great opportunities in grade schooluting taking classes at

Washington University, being taught French and mg\at a faster pace. Julie

also felt that she was taken more seriously whiémtato adults. They seemed

to think her opinion mattered. Julie also won lacdarship to the University of

Missouri-St. Louis and felt the gifted class expade gave her the skills that led

to the scholarship opportunity.

The only disadvantage Julie found was that thediftrogram separated her from
other students at her school.

The only disadvantage | can think of was puttingimine special classes that

separated from many other people. | was alwayaraggd from people that were

not like me and | saw this as a disadvantage. natdhink it was fair.

She did not feel that it was fair to be separatsthbse she was unable to

participate in any leadership activities or be imed in school organizations.
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As Julie transitioned into high school, she begawing the program in different
ways, all of which were positive. As a life-lonffext, Julie feels as though the gifted
program gave her many opportunities to be moreesstal in life. “The high school
program was a bit different from elementary schdblvas all good for me and | see it as
a positive. | enjoyed being challenged.” The pangalso helped her as an adult.
Especially with her life and what she expected fleenown children’s schooling. “I
always thought back to how | had been educatedvamtied the same for my children.”
With the gifted program being a guide for living iée Julie feels that her life has been
very successful. She has three children she ¢tils most successful thing she ever
did.” Julie is proud to be working in the medifiald as a secondary success in her life.
She loved having the opportunity to raise her chiddn a good Christian home, with
good values and being able to send her childrgmivate schools. For Julie, being in the
gifted program set the basis how to live life ®ofitllest, and make the most of one’s
abilities.

Sally. To Sally, being gifted “meant | was objectivelyarter than a lot of other
people.” Sally felt as if she was pretty much eted to do well in the “gifted” program.
“I'am an only child. They had high expectationgvaay.” Sally felt that the “gifted
program was a way for me to learn at my own podéndite.” Although the gifted
program posed some difficulties with the amounttaihework assigned, she liked the
fact that the “gifted” program kept her busy atiscl] when she was so bored at her old
school. The teachers were excellent with “wondesémse of humors” and were also
very prepared, helpful, and fair. The learning @eeat in the “gifted” program because

it allowed the “gifted” students the opportunityork faster than the others in the
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regular classes. “Learning experiences were maeithbecause the teacher didn't have
to slow down for anyone to catch up. We stimulaadh other when we had group
projects to do.” For Sally, being “gifted” in higlthool meant being a little more spoiled
than the other students and she also liked thatvakeable to meet new people.

Overall, the “gifted” program made it a lot ead@r Sally to “compete.” “I
learned what | needed to do to stay on top and thahconfidence | was able to stay
there.” When she arrived at Washington Univergig-med school, she was able to
remain calm and confident she would get the womedohen many other students could
not handle the pressure. “The gifted program gé&sae me a solid foundation of the
basics on which to build.” The “gifted” programijped Sally have a great life with her
husband of 37 years and two intelligent collegecatkd children. Sally is very happy
with her accomplishments and feels the gifted moghelped her, at a young age, to
start planning her life goals.

Carl. Being labeled gifted has varied effects on ¢kibd Some are affected
adversely, facing prejudice and struggles througktiwir childhood. Others love the
opportunity to receive more challenging coursewanll unique exposure. In the case of
Carl, neither was the case. Carl felt indiffereenthe gifted program. He went to a
different school, was with other students, but 8ibk regular subjects such as math and
English.

| guess | felt special about it, we went to a ddéfe school with all these gifted
people there and | thought, wow, we can learn riemgs and we would not be in the
regular math or English classes and it will be stwng different. But math and English

were still math and English.
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Carl’s siblings were never in the gifted prograithey were much older and had
graduated from high school or already moved oudrl €ssentially grew up as an only
child. His parents supported him, but did notttieen any differently. He does not
remember facing any more difficulties than the ageradolescent growing up.

“No more than any other adolescent. | don't rememibhad problems with school off
and on but not with any particular class or togiothing that | recall socially or
physically either.”

He feels the experience was just like a normal slcbxcept that he had to take a
public bus to and from school. He remembers ngtperticularly special about the
classes except the need to do well. Carl remendmerstudent being sent back to his old
school for not performing well enough and recdiks ¢xperience was traumatizing.
Overall, Carl felt the program was just a partadial. “l remember it being fun. It was
just school. When we got there it was just likengdo any school. Recess, got into
trouble, went home after school. But we did hgwecgal things, we learned a foreign
language.” He had no real idea of what he wouldftier school, no real goals. All of
his friends were graduating and going to collegbesdid also.

High school was a struggle and | wanted out ofgh&his isn’t much fun.” If all
of my friends had gone into the army, | probablywd/e gone into the army. | was a
follower but | did not have a plan or want to béoator. Everybody went to college so |
went to college. So I guess the lifelong effed¢hit it got me into college and whatever
came from that | will pass on to my daughter.

Overall, Carl was highly apathetic to the prograrfe made some strong

friendships and that encouraged him to attend geJlbut otherwise Carl has no feelings
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one way or the other on the gifted program or angpkabeled gifted. He felt his college
experience as well was uneventful and typical. Kirg back, Carl is satisfied and
comfortable with his life.

Marcia. Being labeled gifted was something Marcia tidégired.

| was very pleased and | really wanted it becausalla friend, who lived two

doors away, was my sister's age, and she went togtgifted school] and |

always thought that would be the neatest thinknelw when they were testing. |
sure hoped | would make it.

Growing up she had many friends who were in theediprogram and was
thrilled when she was accepted. Her sisters wetrgifted and attended a different
school, but Marcia still stayed close to her sigirand admits they were always
supportive of one another.

It was great! My sisters went to regular publibeal, but they were always

supportive. They just thought it was my thing déimely did their thing and that |

had a ton of homework. They were very accomplisheble things they did, so it
worked out fine. No problems.

Her parents were also very supportive and excitatiNMarcia received this
opportunity. They had to make sacrifices suchaysng extra for city buses for Marcia
to get to school. But her parents felt it was migfly worth it. Going through the
program she felt the workload was intense but egpeed no difficulties being labeled
“gifted.” She enjoyed the camaraderie of the p#tedents and feels the entire program
was great. “The classes were wonderful. You whtdemake sure you did well and we

did. | had a teacher in seventh grade who saal; gan do more’.”



LIFETIME EXPERIENCES OF BEING GIFTED 94

Marcia was exposed to so many different opportesithat the non-gifted
children were never able to experience in gradealch

“I can remember my teachers and the rooms we weréremember walking in
and having algebra, and French with [French tedettes was from France and | thought
that was the neatest thing in the world.” But Weags had special things.

She thought all her teachers in grade school weat @nd very supportive. “l thought
grade school was outstanding and my favorite teaafhal times was my sixth grade
teacher who would say, if you are having a littlelpem, ‘is that all it is’?”

Marcia felt the program had fully prepared her éaq college.

Just exposed us to so many things, to realizenthatever we wanted to do, we

could do. The teachers were encouraging us toate.nSometimes kids of that

age needed that push. They get you ready forakestep, high school and
college.

She credits the gifted program with giving her ¢bafidence to know she could
succeed at anything she wanted.

Marcia has a master’s degree from the Universityiissouri. She has two
children; both attended private honors school aaduypted from the University of
Missouri. She has faced struggles in her lifee\aayone has, and looking back feels that
perhaps she could have done more with her lifet, @erall, she is happy and has
nothing but wonderful memories when she remembbergifted program.

Dennis For many students in the program, being labgittdd was more of a
negative than a positive. For Dennis, being giftedted others to tease him and it was

something that he did not take pride in. Dennts twao sisters who were very bright, but
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not in the gifted program. His youngest sisterardelt good enough because he was in
the gifted program and she was not. “It did makiffarence with my younger sister
because she felt she was never good enough, dgpedtian she did not get into the
same college as me and our other sister.” Hisnpaxgere very proud of his
accomplishments and were not hesitant to let hiowkn

Dennis did not have to go to another school whewdra into the gifted program
so he knew students in the regular classes. Ruuse of his change of classrooms he
found himself losing his old friends when he waribithe gifted program, which made
him feel a bit neglected. For Dennis, the giftedgoam in elementary school made him
feel behind. He excelled in math classes more #myother. He enjoyed all the extra
projects and extra classes he could take becaegé&épt him occupied. Although
Dennis had poor study habits in school, he did fiefnem the program. However, he
did have a couple issues with the program. “Itrthtl meet my emotional and academic
needs as a child.” Dennis felt as though he wasoa student because he was labeled
gifted and others viewed him with such high exptats. “I needed more support. Just
because | was labeled gifted, didn't mean | waedjih everything. In fact, | felt | was
actually a very poor student.”" Dennis did feel fibrenat was very good because he had
no needs to be met at the time. Dennis likedttlt@aprogram introduced him to other
classes, such as French, and he was able to geldtrips and make presentations. He
saw no disadvantages to the program, other thandtesional teasing. But they did not
bother him much.

As Dennis made the transition into high schoolidund himself having the same

experiences he had in elementary school. “Stragglsome classes and excelled in
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others.” He hit a few rough patches in high scltw problems | had had to do with my
study habits. | was a slow reader.” He also folimaself barely knowing any French
after he had taken four years of it in elementahosl. Dennis believes that today’s
tracking systems are better than in the past beaaiissmore on a subject-to-subject
basis. “It seems to be better today than it wiscking is necessary on a subject by
subject basis.” With no lifelong effect from thiéted program, Dennis “might have
gotten a little farther along quicker. And whenwes there, he was there.” Dennis still
views his life as great. He has a very happy fatifé and a very spiritual mindset.

Peter. Being labeled gifted for some students doesedmtoo much, they just
tested into the program. “When | underwent thérigsn fourth grade, | did not know
what it was for and what the results meant.” Pétgmnot think it was a big deal; it was
just something that was supposed to happen. Radtelittle help from his family with
extracurricular activities and homework and thougfitimself as an independent
worker.

| always was an independent worker. Because Hatiy@arents worked and,
especially after they were divorced, it was up ®tmget up in the morning and get
ready for school. No one helped me with homework.

With hardly any disadvantages to the program, Retked the experienced great.
He made the most of his opportunities: Saturdaynmgrclasses at Washington
University, and foreign language classes as pahefegular everyday schedule.

| thought it was a great experience. | had gresmthiers. | made new friends. |

was offered educational opportunities that wereafiered to others at the time
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and that have not been offered in the same wather®since the program was

dismantled some years later.

At the time of the gifted program Peter did notfimahow special it was to be a
part of it. Without it, he would not have workesllzard and accomplished as much in his
life.

At the time | did not realize how special the pargrwas or that it was very

innovative. | was in school to get an educatiod bwould have achieved had the

program not existed. | probably would not havekedras hard had | stayed in
the regular education program and | would not Haaened as much.

Socially, the gifted program offered Peter accesaany students who were
interested in the same things. Although, immastrmes, especially towards the
French teacher, he did feel all the teachers iadgirm and gave him a great desire to
learn. Peter called the innovative approachesltieagion and the fact that he didn't have
to switch schools the greatest advantages of ftedgirogram.

The gifted program prepared Peter for a life ofcess in college, graduate
school, and even beyond. “It laid the foundationd desire to learn and for my success
in the educational world.” The gifted program reglgPeter complete a medical degree
and if not for his health issues, the program wd#de set the standard for a perfect life.

Rose. For some people, being labeled gifted can leaddce self-esteem and
greater motivation.

Self-esteem. Not something | would brag aboutu ¥Xoow | would openly tell

kids that | was on that track. | remember learrimgabacus in fifth grade and

taking French. | ended up getting a minor in Freimccollege.
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Being gifted was something that she believed wageted of her from her
parents. “You have to remember that my parentg wemigrants. They expected that.
You have to work hard and get good grades. Angtextracurricular was stupid, gym
was stupid, and you just had to study.”

Even though she experienced difficulty with transgiton back and forth to
school, Rose found a way to still make the moshefgifted program. “It was
wonderful. |loved it!” Rose liked the fact thgtte could learn more and she believed all
her teachers were wonderful and very supportiveedlly did. | loved to learn the
things we were taught like literature, Henry WaddWa.ongfellow, um, the French was
great, science math and art classes. | just laVed he transportation issue, along with
leaving her old school to start the gifted prograras difficult for Rose but she adjusted
in order to be successful in the program, “I thifuk,one thing, there was a lack of
community. When you go to a school in your neighbod there is a sense of
community, you can have an inner click. It washdt way.” Rose also believed that
tracking systems in public schools today are 't “I think that they are terrible. |
really do. | hope they do not do that. | knowttimgy kids in California did not have
them. The people that are affected most are the mmtrack ‘C’.”

The gifted program caused some students like Rolsecome burned-out on
school. “I know I got really burned out in colledevas sick of studying, | really was. |
changed majors so many times.” But Rose knew simged to become a language
major. She was unable to do so because the calegattended in Cape Girardeau did
not offer the coursework needed. Because of fiegyshe attended college in Cape

Girardeau instead of the University of Missouri,igthoffered the classes she desired.



LIFETIME EXPERIENCES OF BEING GIFTED 99

My parents would not allow me to go to the Univrsif Missouri so when |

went to Cape where | took art classes and thatgneegt. | eventually had to stop

them because | couldn’t afford the supplies.

The gifted program set standards for Rose to lardife and achieve much in her
life. She still regrets her experiences with api@nd not doing the things she wanted to
do. Overall the gifted program helped her raisetiee children and has given her a
rewarding life.

Joan. For some students, being in the gifted prograas av“given” because
other family members were already involved inTihat was the expectation for Joan.
However, Joan had to be retested to make suré¢hihgifted program was right for her.
By not answering certain questions on the tesfitbetime, she was not accepted into the
program. Joan then took the test a second timaasered all the questions, even if
she was unaware of the correct answer. Joan lieitod pressure because her sister and
brother were both in the gifted program. Both wayasidered brighter than her.
Actually | had to be tested twice, my sister watomatically accepted and | was not. |
remember the story that my parents told me thaeeive both were going to go or
neither one of us would go.

Her parents were very involved in their church argd told Joan to do her best in
school and in life. She faced a big challenge bgeahe was not interested in math and
physics like her sister. “I didn’t perform welbometimes | didn’t think | had the ability
to do the more academically challenging classesrhilath.” She decided to try to take
classes in high school that appealed to her. mlemaber | took Home Living and Home

Economics and that is what | majored in college.”
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Joan clearly remembers being with other students fither schools in the city.
She loved that the gifted program enabled her torgbeld trips in the seventh and
eighth grades.

We went to Jefferson City during seventh or eigirde, which the regular

students didn’t get to go. We also went to The #hah Society and made

regular trips to the Art Museum and | don’t thimletother kids got to go on these.

So we had opportunities but | was never aware efdht that we were doing

something special that the others were not doing.

Joan calls the teachers in the program “very demgrahd wanting to receive
the best out of all of their students, they wartedrepare for high school.” The main
reason Joan continued to be in the program wasibedger sister. “Without her, I'm not
sure | would have survived because | don't maleadis easily.” She loved all of the
opportunities afforded her through the program espukecially the Fine Arts. “We had all
the Fine Arts and those are the things | love aextklled in those areas.”

Throughout life, in high school and beyond, Joas fe&@ed with many challenges. In
high school, she didn't fit in with any clique. Wwisn'’t part of the popular crowd, the
jocks and the cool girls.” She was viewed difféleby her teachers and peers because
of her participation in the gifted program. “I ditllike high school. | would not want to
go back to those years.” Joan preferred being thilother gifted students. The gifted
program left Joan with a “positive attitude,” sleels lucky to have been part of it, and
overall, made her feel very special in her life.

| think it was a positive stigma, even though Irdideel like | really belonged

there. | probably have always thought that | waky to be a part of it because |
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had to be tested twice. | have always been héddapeak up. But as far as life-

long, I think it was special.

Theresa. For many in the gifted program, the feeling ahigesmart is what
comes to their minds. Theresa felt being gifted ha major effect on her family but
they were very pleased that she was in the progeapecially her father. “My mother
was very pleased, but it was my father who arttealdnis pleasure about it.” Theresa
loved all the classes in the program and also apiszl all the teachers. “They
challenged me and were very good teachers.” Slod@led the format of the program
and all its aspects. Going to a different schaah'tlhave much of an impact on Theresa
as she was able to ride the public bus with hethlero

The grade school program had many advantages timgh language classes
that non-gifted students were unable to take, “Véeavexposed to foreign languages that
non-gifted classes did not get.” Although Theriedthere were many advantages to the
gifted program in grade school, she was not asegpgiive of the gifted program in high
school. She did not like having all the same @asgith the same people in the program
because it made her feel very limited in the claskat were available to her. “Overall it
was not that great a program.” She felt that iftedyprogram in high school did a very
poor job preparing her for college. “The counsglivas not that good for those in the
gifted program. | was disappointed that all thea@work and classes | took did not
mean more as | prepared for college.”

In some ways, the lifelong effect of the progranswagative. People had such
high expectations of the things that she shouldmaptish in life because she was

involved in the gifted program. If Theresa coudtlve her life, she may not have



LIFETIME EXPERIENCES OF BEING GIFTED 102

participated in the program. She would not haltetlie pressure of having to succeed in
life because of the program she was involved in.

In some ways it was a negative thing because ipledanew | was in a gifted

program they might have unrealistic expectationslwdt my abilities may or may

not have been or what | should have done or coaNe ldone with my life. If |
could do it over again, | might not have particgzhin the gifted program.

Although Theresa did not fully appreciate everythat the gifted program had
to offer and felt a lot of pressure to succeed,stiifeels that she has had a great life
having three children and a happy marriage of d@eyears.

Debra. Labeling, for many people, has a potential t&kenthiem feel very special
and place a big emphasis in shaping their self-exfagthe rest of their lives. For Debra
being in the gifted program made her parents vesygh But at the times, her brothers
were jealous of her being in the program. “I thmi being labeled gifted made my two
younger brothers closest in age to me feel a albyes, or possibly even inferior.” She
experienced many advantages in the gifted progrdimfew disadvantages. “It really
was the best experience of my life, so exciting smdanhuch fun.” While feeling bored
and lonely at her old school, Debra referred tosthigch to the new school an exciting
experience because everyone there wanted to megieaple. “We all seemed to share
a sort of mental alertness and a similar sensemoin.” Debra made many lifelong
friends at the new school and she appeared tdae aith all the people including the
boys who “respected her” and considered her andiequ

The format of the program definitely met my neettsvas “total immersion.” |

don't think that being pulled out for only certpi@riods of the day would have had near
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the impact nor made us feel as special, nor giwethe opportunity to form the bonds
with other students.

With classes and teachers that were very challgrayid a format that met her
needs, Debra loved the switch to the gifted progndrare she had some of the best
teachers available and an academic atmosphere/disatery competitive.

Debra's family did encounter a few financial probse With no family car,

Debra was forced to take a city bus to school dtehdad to find rides home with
friends. Although the financial aspect was aditgh on her family, she is still unable to
come up with any disadvantages from the prograooking back on the gifted program,
Debra developed self-confidence and will always$ ‘fegecial.” “Being labeled ‘gifted’
made me feel very special, of course. It playbtygart in shaping my self-image and
occurred at a crucial stage of that formation psecat the age of nine-years-old.”

Unfortunately, the program has made Debra fkeldi bit of an underachiever
because of her lack of schooling and no succelsgsmess. There were times in her
career Debra felt she was smarter than her bo&es wishes she would have gone
through more than two years of college.

A lot of my jobs have been support staff' or clerin nature, although | did have

a career in advertising and public relations tpahsied 10-15 years before |

started raising a family. | am now back in on¢hafse “support staff' positions.”

When working in this type of job, I've always beeary uncomfortable knowing

that a lot of my superiors view people in this tydeosition as inferior to them

when | feel that I'm actually their intellectualuzd) or possibly even superior. So

in a sense, at times, | have suffered from a batroinferiority complex.
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Overall the gifted program gave Debra a very cotafade life with a lovely
marriage of 26 years and two intelligent daughtéihough Debra has not
accomplished everything in life that she had wistogdthe gifted program gave her a
fantastic experience and some wonderful lifelomgnfils.

Susan Susan felt that being gifted was a responsybilider older sister was
already in the program and she felt very reliewedd accepted into it as well. “I
remember that | was worried that | would not géb ih because my sister was in it to
begin with. It was a big relief when | passed.fo@®ing up, being in the gifted program
did not really impact her family life. Her sist@as in the same program, so they were
both at the same level. Her parents did not havehmeaction either. However, they did
expect a lot of her being in the program and nesarded excellence, since that was
what she was supposed to do as a gifted student.

Not a big effect, my mother expected me to do w&hey never said “this is

great Susan, you got all A’s,” | was expected tdtga. My mother was really

smart and she never went to college because sk moafford it. My dad

didn’t even finish high school but I think they wedvoth smart, but not gifted, but

we didn’t talk about it.

She remembers everything came easily to her.wég not easy, she did not want
to bother. Although if she did not get an A, sheswdissatisfied. Susan remembers that
the field trips and various experiences were glagtalso recalls the non-gifted students
being jealous that “those kids” got to experieruase things. “I liked the field trips. It
wasn’t that | didn’t like school, but | didn’t love We had a lot of opportunities. Other

students would bad mouth ‘those kids’ for gettiaglb those things.” The biggest



LIFETIME EXPERIENCES OF BEING GIFTED 105

hardship for Susan was changing schools and nogladile to hang out with the friends
who lived in her neighborhood.

| think it was hard on me because | was being sépaifrom my friends and no

one at the new school lived by me so we couldmidhaut. My friends from the

old neighborhood were there but | had homework.

She definitely enjoyed the learning aspects ofpttogiram and felt it gave her
confidence and a helping hand in the college.

Being exposed to a lot more hard-core things imseof school work, ideas,

math, science and those types of things. We hpdsexe to cultural things but |

think other kids had that too but we had the mathscience. | can remember
going around in high school pretending that we wasnch.

Today Susan has two children. Both were in gifiemjrams. She felt that her
program was better because it was full time. Tiogmam for her children was only one
day a week and she feels that was a definite disddye.

| think it did, [format met her needs] | tried te bpen and honest about it when |

talked to my son about his program. The prograw&®in was only one day a

week. But that one day a week they did all kinfdstoff, but was not structured.

At the time, ours was the best. | know they ded@téot of resources to it.

Both her children graduated from college and hagreks in the sciences.
Susan has not really stayed in touch with manyeofgifted classmates and has faced
some adversities in her life.

| have had some bad things happen, divorce, battiygéarents died the same

year. My mother had breast cancer and | had boaaster. And yet | feel
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incredibly lucky. | am really into exercise ane tbutdoors, which keeps me

happy. | love to read and | have a lot of intesestd | think you can tie it back to

the program.

Gene For many students in gifted programs in the,ghstexperience was better
than being in a normal school room. Gene felt bie@g in the gifted program did not
have much of an impact on people around him. “Msepts expected it because of my
brother and they were very happy about it.” WiBkene’s parents expected him to do
well in the program, he also felt some animosignirother students who were not in the
gifted program. “In grade school | remember aniydsom the regular students in the
same grade, but not so much in high school. Mghi®rhood friends didn’t have a
problem with it.”

He also disliked the mile he had to walk to schthging the first year in the
program. “I didn't like walking over a mile to gta school when | lived across the street
from one.” Although he had a feeling of “remotesiesom the other children in his
neighborhood, he was taught how to think logicalhich helped him have a successful
life. “The only disadvantage was the feeling ahogeness from the neighborhood kids.
The program challenged me and taught me how ty stady on and it helped make high
school and college fairly easy.”

Looking back, the gifted program helped Gene inchiger as a civil engineer. It
gave him the motivation and courage to keep mowm@ life and made it possible for
him to make the most of his education. “It helpshink of yourself early in life as smart
because learning and studying doesn’t intimidate ybhe program also taught logical

thinking at an early age which can be a key tocaessful life.” The program also
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helped him in his basketball career at the Uniteis Missouri-Rolla by challenging
him to achieve at a higher level and demand motero$elf.

Joe. Joe had both positive and negative experiencpara®f the public school
gifted program. The opportunity gave him a chawcget closer to his father and enjoy
more time spent with his mother. Both parents sgbwell educated even though
neither had the chance for a college educatiorfadbhis father did not graduate from
high school, but Joe said his father:

was one of the most educated men | ever knew atalvbd learning. Mom was

very intellectual, graduated from high school at 8fie and | would get together

and do a number of crazy puzzle things and brasetsaand a lot of bonding
together, it was good. It was a positive relatiops

Being in the gifted program had no effect on Jéa’sily since he had two older
siblings in the program also.

Joe did run into several problems with the eduacatie received including the
fact that higher expectations were required of &md also his wide range of vocabulary
lead others too assume he was putting on airsfawlisg off. Academically he never
learned the importance of doing homework. “I ndearned to do homework and that
persisted through most of my life.” Personallyg thange of school was eye-opening for
Joe. He saw the differences between the new seamabhis old one in the “ghetto.” His
old teacher made him sit alone because she toldhene was nothing to interest him in
the class. “I sat at a desk by myself becauseetieher said there was nothing going on
in the class that would interest me.” Joe adrhis it was a horrible situation. In his

new school, Joe wanted to show that he was totige.first day of classes Joe
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approached a student and told the boy to punch Nithile being hit, Joe just stood there
and asked for another punch.

The day | arrived | went up to him and | said ane yhe toughest kid around? He

said “yea.” | said punch me in the stomach as hargou can and he did and |

laughed. | said “do it again.” | had to provettheas a tough kid. That was the

model | took. | wanted to show my toughness ts¢haround me so | would not

become a pushover.
Joe felt the program did not judge the ability atle student as an individual. As an
example, Joe’s son did poorly in one gifted prograte felt “outside the mainstream”
and did not feel he belonged there. But when @@l moved to another district, he
excelled in their program. The tracking progranhigh school, in his mind, needed
work. “Doing it [testing children's abilities] dhe basis of one test seems to be really
scary.”

The long-term effect of the program on Joe was@sting. Joe had opportunities
his parents never had, the gifted program andliaaee to go to college. At the same
time, the program did not provide him the inforroathe needed about college and the
opportunities available, including scholarships grahts that Joe could have received.

The biggest thing I think they screwed up was ttlieip’t just march us into

college. My parents didn’'t know what a scholarshgs. | didn’t apply for

anything. | probably could have gotten a greabkuiship to a great school. |
used up my savings by the end of freshman yeat gatla job. So | was not able
to have a regular academic career. What they diwaue done was say “ok here

is the raw material let's see what we can get Inito.7
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Robin. For many students, the gifted program had &g impact on them when
they were young, but began to affect them as tio¢plgler. Robin did not feel impacted
by being labeled “gifted” when she was young. Bae a sister in the program so it was
pretty much expected that she would do well, suteeel be a great student. “I think
back then it didn’t impact me too strongly becanmsesister was in the gifted program so
it was expected of me.” Having a very close friamthe program was great and with her
sister in the program, her parents expected hielltaw. Robin enjoyed all the field trips
that were part of the gifted program and she coetdll no negatives being labeled
“gifted.” “The enrichment classes, for one thia$l,those advantages that we would not
have experienced and the academic push we recea®terrific.” With a format that fit
her needs, she was able to get that “academic @nghlearned how to make the most of
her abilities. The teachers in the program haiédiht impacts on Robin, some she
liked, others she disliked. She saw many advastagd liked how the program
stretched her abilities and it also made schoolary enjoyable. “Looking at my children
| can see when you have greater ability, learnimggs was fun. Things were designed
to benefit me. It was about stretching yoursellthough the program was very hard,
Robin saw few disadvantages with it.

In high school and throughout her life Robin hdkeoted on the gifted program
and felt she could have gotten more from her haiosl experience. “I wish we had had
more college credit because we could have saved sooney.” She enjoyed having
friends in high school who were not in track 1At did not keep me from making
friends from the other tracks. My friends were albin track 1A, but my boy friends

were. We did still group together.” It did nottber Robin to be friends with the other
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kids she just “slipped in and out of her comfomed She felt the lifelong benefits of
the gifted program were they made her a personlexes to explore and learn new
things. It made her expect much more of hersdifleastaying grounded and not getting
overwhelmed by pressure. “It stretched me. Itena@ a person that likes to explore.
Who knows if a regular classroom would have doa¢?hWho could say?” The gifted
program set the foundation for a great life for Rolt was very hard for her but she
learned to motivate herself to get her work doBeen today, the program is part of her
and has helped her have a very healthy and hajgpy‘liam happy and healthy at my
age. What would | change? What can | say, areiffiepath may have taken me a
different place but | am happy.”

Jack. I'm not sure that being “gifted” meant anythioge at first. All | really
knew was that | was going to a different room aadeha different teacher than most of
my friends when | started fifth grade in the fdll1®59. | do not think | really
understood it at all. After | had an idea of witatas | think my first reaction was
“wow, I'm smarter than those other kids are.” Ohegtually began the classes |
realized that everybody in that class was smanad lucky in one way, | stayed in the
same school where | had been for a few years. |Bid, go through issues of teasing
from former classmates and older kids who wereamtte program. There were times
when | downplayed being “gifted” and other timesanh saw it as a badge of honor. As
| grew older I felt very proud of the fact and wgad | had the opportunity even though |
did not take full advantage of it.

| do not think being in the program had much dffacmy siblings. | am the

oldest of six and a couple of my siblings were exen born when | went into the
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program. | actually ended up being the only onthefsix accepted into the gifted
program and as | got older, that fact really amared | was probably the worst student
of the family, the least motivated in school. &t of the five who went to college, |
was last to graduate. If there were any particotablems with my siblings because of
me being in the program | do not remember themramd of them seemed to be
resentful. Maybe that was because | was the oldekthat there is 16 years difference
between me and my youngest sibling. My siblings bare all close to this day and |
think the closeness of our family also reduced sohthose issues. | credit that
closeness to our mom and dad.

| think my parents were very proud, especially ngnm She told everyone | was
in the program. Dad was a little more conservadive did not say much, especially
when | frequently screwed up. | do not remembgttang in particular happening with
my extended family. | think they were proud. Bugre were so many cousins (I have 42
first cousins) that everyone had enough to do takare of their own kids. | do know
my grandmother was very proud. | was her favaitd | could do no wrong. | have an
uncle who | think struggled with the situation. tas the head of the math department
at my high school and I'm sure he was frequentlpa@amassed by his underachieving
nephew. As | said before, many of my former friemcho did not go into the gifted
program gave me a hard time and that was the nifisuill part about staying at the
same school. Most of my classmates in the giftednam came from other schools so
they did not know many people at my school. Ikimmost of us were taunted at times
because we were in the gifted program. We each w#h it differently. My impression

is that the harassment was also different for bogs girls. At that age, boys are
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beginning to show signs of competitiveness, attikgh, and macho posturing. When
these feelings are prevalent and there is a grosfudents who are separated because
they are intelligent it sets up situation that ead did erupt into, at the very least,
taunting but occasionally even led to fightingunderstand the girls had similar
situations, although | do not remember them bemegwdent.

Besides the occasional taunts, my difficulties ware to lack of motivation and
maturity on my part. Although | enjoyed learnimglid not enjoy going through the
motions of doing homework. | have said many tinigg,had been able to just go to
class and take tests, my grades would have beeaideoably higher in grade school and
in high school.” But | fought the system all thaythrough. That lack of motivation
stuck with me for a good part of my life. | didtri@ave the discipline nor the maturity
needed to be a good student until much lateren [ifhat did not mean | did not learn, it
just meant that | learned in a different way. teafused any God-given talent | had to get
out of doing things rather than just getting thekvdone. Despite poor grades in high
school, | was expected to go to college and thg m@son that | was accepted was
because of my test scores. My high school grades pretty bad. | carried that lack of
maturity and motivation through two years at twffedtent colleges. It took the Army,
especially basic training, to start turning me aichu

My experience with the gifted program during eletaeynschool was a mixed
bag. On one hand, we were given the opportunigxperience a lot of things that the
regular classes did not have the opportunity to\& had an art teacher from the St.
Louis Art Museum who came to our class. We weungh& French, which was unheard

of in elementary school. We were also offereddpgortunity to experience some
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classes at Washington University. We had the dppity to go to concerts of the St.
Louis Symphony Orchestra and field trips to the Maseum. We went on a field trip
exploring the architecture of St. Louis and in ¢iggrade we built an ice boat in the
classroom. In fifth grade, we completed the cowskk for fifth and sixth grade, and for
the rest of grade school we were always doing clesk one year ahead of our grade
level. The other part of this was my lack of effforenjoyed the field trips and learned a
lot from them but | did not take advantage of tdaaational opportunities the gifted
program afforded me. 1 just squeaked by. | ctwalde done so much more with the
opportunities given me. Again, maybe it was thaklof maturity.

| am not sure what needs | had in elementary schidided the idea of being put
in a separate classroom with kids my age. In theralassroom there were students
who had been held back a year or so and it seakeethey picked on us. The pull-out
program did provide us with opportunities and pasiie. However, some of us did not
take full advantage of it.

| thought our teachers were very good. Althouglinaes, | think we were a little
arrogant and thought that we were smarter thanwesg. | had a male teacher in fifth
grade and had him again for seventh grade. Ikesloa male teacher for eighth grade. |
think that was unusual for the times. The vastomiig) of teachers for elementary school
at that time were females. | did have a femaleheafor sixth grade and she was
probably the toughest one of them all. They dighpus and expected more of us. My
only problem was that | fought them most of theetint just would not apply myself and
only did what | had to do to get by. The enrichii@ograms afforded us were great and

the opportunity to interact with other intelligdadls, the faster pace of the classes was
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really for me. 1 liked the fact that they gave at of information. | was like a sponge.
| did most of my learning in the classroom, notsulg the classroom.

Sometimes the segregation from the other studeagsawproblem, especially
socially. Even though | knew a lot of the studdndsn the regular classes | did get some
harassment from some of them primarily in the f@fmame-calling. | also think there
was some jealousy because we were able to doohtloings that other classes did not
get to do. It was interesting when the school im@d us in intramural sports. In seventh
and eighth grade, we played flag football againstregular classes. The other classes
had students that were 14, 15, even 16-yearsTdigy were obviously bigger and
stronger and faster than most of us. But thahdiddeter us. We could not beat them
physically, so we decided to beat them mentallye dveloped a lot of intricate plays to
take advantage of their aggressive style. Andbitked! This probably did not help that
relationship between the classes but it sure g

The program in high school was not as focusedwaastin grade school and the
enrichment was non-existent. We were still taldtagses beyond our grade level but in
many cases we were mixed in with other studentswaére older than us. Again social
issues became problematic. | think because dddleedifferences. But those issues
would have come about with many freshmen or sophesia high school. | think the
biggest problem in high school was that they wereal sure what to do with us,
particularly as we got closer to graduation. THel/not do a very good job of advising
us in preparing us for college. The vast majarityhe students in the program were
going to be the first person in their families totg college. The counselors expected us

to go to college but did not enlighten us on thecpss. We probably all should have
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received some kind of advanced placement when v toecollege but were not told
about it. They also did not do a good job withadalship opportunities. And most of
the parents did not understand the process either.

Although I did not thrive in the academic settingds afforded, I still feel it was
a great opportunity. | also feel tracking systeresa good method of identifying the
needs of all students. We must cultivate our diffeidents as much as we need to aid
those who have special needs. For me, | thinkfédeng effect of the gifted program
has been very positive, even though | did not takeantage of it at the time. | know |
learned a lot more from the program than had been in it. As | grew older, | look
back on the program with fond memories and withrdaization that | did take some
things away from it. | made some great friendsl $@me experiences that | would not
have had otherwise and learned some hard lessainisave served me well.

| have a great wife, son and daughter-in-law. viehgreat friends, good health
and enjoy life. | probably would not have been dblsay this 25 years ago. | knocked
around in various jobs trying to find my niche adprisingly, until | became a teacher
(of all things!), | finally found my place.
Emerging Themes

As the interviews developed | realized that | hadanscientiously begun taking
mental notes of common threads that seemed to twfight. The common threads |
had thought about were my starting point for codhmgtranscriptions of the interviews.
As | read through each interview, | made note okthcommon threads but | also found
additional common responses to consider as emetiggmyes. This open coding method

allowed me to highlight possible themes and evaltiadm as a group in order to trim
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them down to the final seven emerging themes:Xpg¢e&ations, (b) social, (c) label, (d)
spiritual/religious, (e) impact, (f) lack of higlklsol support, and (g) lifetime well-being.

Emerging Theme #1: Expectations | do not think the students themselves had
any great expectations when they began the progk&hen you are 10-years-old you
did what your parents told you to do without askamy questions. Most of us did not
even realize when we took the test in fourth gnatiat the ramifications of that would
be. So when we started the fifth grade, evenirifpauents had tried to explain it to us,
most of us really did not have any idea what weevggtting ourselves into. All we
knew that we were in a new classroom with new ala$ss and a new teacher. We did
learn very quickly that there were expectationsquutis. Theresa stated,

In some ways it was a negative thing because ipledanew | was in a gifted

program they might have some unrealistic expectatal my abilities that may or

may not be true or and what | could and could ot And as | grevolder what |
should have done or could have done with my lifd.could do it over again, |
might not have participated in the gifted program.

We found out that we were going to do fifth graahel sixth grade work in one
year, we were going to be taking French lessonshandere going to be given the
opportunity to participate in extra programs natitable to other students. And on top
of all that we slowly began to understand why &lihtss was happening to us. | am sure
it only seemed like a lot of work to us at the tilné as time passed we began to get a
better understanding of what was expected of usndnyd Even at 10-years-old we knew
a little bit about the Cold War. Our school wdsléout shelter and we had periodic air

raid drills in case we were attacked. As time pdsge also realized we were expected to
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be part of the plan to keep pace with our Cold Athrersaries. | do not believe many of
us were really familiar with the “National DefenSducation Act” which helped fund

this program but we began to understand the exfp@asa More homework, less free
time, and more pressure. Pressure to succeedupeds be the best you could be. Joe
mentioned that the expectations were a “burdenl etk became almost
inconsequential to many because our expectations set so very high and were pretty
unreachable. Not just by other people and theeetations but my own.”

There were other expectations besides academtbmklwe are expected to be
more mature and more socially adept. Through theseersations | have found that the
opposite was probably true. We were probably nmareature and shy than our
contemporaries who were not in the gifted progradavin stated, “Educational
opportunities were available but | was so youngiamdature that | did not take
advantage of all the gifted program had to offéhis immaturity continued all through
high school.” Some of this may have been becawsweve all the same age in the same
grade where some of the regular classrooms had stidéents who were both more
physically and mentally mature. | agree with Kethat our immaturity actually carried
over into high school.

Emerging Theme #2: Social. When we were tested for the gifted class and were
given the opportunity to participate in the prograve left behind friends that remained
in the regular classes. In some cases we le§dheol that we had been attending and

left behind neighborhood friends. Dana commented,
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Again, | think it was the social part of it. Ifiiad been in my community school.

If that would have been the way the program wasented, at my neighborhood

school, it might have made a difference for me.

In other cases some of us remained in the samelsbibchanged classrooms
and left friends behind as well but still saw thduaming recess or some school activities.
But even though most of us continued to live ingame neighborhoods the relationships
with the neighborhood children was different. Awling to Amy, “We had good testing
ability to get into the program. But we might m@ive had social intelligence or those
things. But we had the ability to think and toatwtain math skills, reading skills.”

Suddenly we were treated differently, usuallptéety, but differently. It was
difficult to understand, we were the same personvere when school ended last
semester but now things had changed. But as hétiptogram itself we adjusted. Some
adjusted better than others but we survived thestiian to the gifted program and the
occasional taunts on the playground or in the rimdiood. Some of students had to ride
a public bus or car pool to get to school. Sevef#he students spoke of that experience
as being very scary at first but that it turnedtoube a positive since it gave them a
feeling of self-confidence.

As we began high school many of us felt the sanmg$hthat many freshmen feel.
That little fish in a big pond feeling (we did nodve middle schools so it was eighth
grade to high school). This feeling was compounaedur somewhat isolated situation
in grade school and the fact that we were now mesolasses with not only non-gifted
students but with upperclassmen because of thenadealasses we were taking.

Theresa stated, "It did not have much of an effeane in elementary school. | felt
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more isolated because all of my classes were Wwélsame people all the time. High
school was definitely more difficult than elementaocially.” We tended to band
together although we began to spread our wings wbiateand explore other things. By
doing so we began to grow emotionally and socadlyvell as continuing to grow
academically.

Emerging Theme #3: Label The question, what is that? was probably tre fir
guestion we asked after receiving the gifted lalbelm sure the explanations were
varied—you are smart, you are smarter than mostcgo do more, we expect more.
Regardless of the varied explanations, it becatabed, one we would have for the rest
of our lives. A positive label is better than aagve one; but, nevertheless a label.
Some embraced it. Patrick stated, “It was an htmoe so labeled.” Some downplayed
it. Chris said, “when | was with my [new schofylends | tried to act smart and when |
was with my [old school] friends I tried to playwlo that aspect.” Some did not think
much about it. Many were surprised because giéissliand gifted teaching was
something few people outside of educators and dyglsts knew existed.

In grade school the fact that the gifted classe®weparate from the other classes
made it difficult to hide. Everyone knew who were/eo we were easy marks for
taunting. Most of us downplayed the gifted parbof grade school experience as much
as we could. Dana thought,

It had some negative connotations especially froemdls from the old school and
especially some teasing with being calldatan. | was ostracized from my
neighborhood. | was being transported to anottieod so for me it was a negative

thing.
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We would try to blend in as much as possible. Jine seemed to have an easier
time of it, they matured faster than the boys arehsed to get along better with
the boys at the other end of the hall but | amsoio¢ how well that set with the
girls down the hall.

It was a little easier to hide the gifted labehigh school. We just fit in with all
the other freshmen. However in some of the mixagscooms it was still an issue, one
that we were not accustomed to in the classroore.w&fe used to being in a fast paced
classroom with other gifted students and then wadiocourselves in classrooms where
the intellectual setting was completely differefhis did cause problems for some.
Some of us rose above the situation and some foursglves slacking off because we
did not have to work very hard to pass. Lori espesl,

Being labeledjifted meant that you were smarter than the rest of your

classmates/friends. But in reality, it wasn’t sokived of status symbol, just that

we would be doing different types of coursework aladses would be more
advanced.

As most of us got older we looked back on our yaatke gifted program and
realized what a great opportunity it had been ametbeen able to embrace the idea of
our giftedness. The label, just as the program degome a point of pride and perhaps
an example of the self-fulfilling prophesy.

Emerging Theme #4: Spiritual/Religious Another theme that arose during
these interviews was one of spirituality or gredigious faith. While the spirituality or
the faith of the participants was not covered \athinterview question, the majority of

the participants spoke openly about their faith gidtuality. Jeanie stated, “I believe in
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a big God—a God of tolerance, love, and forgivenwdss teaches his children through
different faiths but loves them all equally and wgams all to be his instruments of
peace.” Some were raised in a traditional chuachily while still others explored their
spirituality before finding the right fit for themOne of the participants in this study is a
member of the clergy and one owns a business #ads avith spirituality and religion of
all faiths. Many of the participants thanked Godthe talents and their life
opportunities. Robin said, “I believe it is mytfathat makes me rate my life as a 10.
People have asked why | didn't pursue this and thatmy faith makes me believe that |
am right where He wants me.” They were also guafef the strength they were given
to help them overcome adversity in their lives.

Emerging Theme #5: Impact When the participants talked about the impact of
the program on their lives it came in several défd areas: academically, logistically,
emotionally, and socially. To some the academigacot was immediate, for others the
impact was not recognized until later in life. édhought it was a great experience.
| had great teachers. | made new friends with thdse transferred into the program. |
was offered educational opportunities that wereafiered to others at the Saturday
morning program at Washington University was a gaglaition to my education.

Those who experienced an immediate impact wereapsrimore driven,
more mature, or understood the meaning of beirtgdydind the advantages of the
program. Others, like myself, did not recognize dpportunity at the time and did not

take advantage of it. Debra stated,
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It was “totally immersion.” | don't think that beg pulled out for only certain
periods of the day would have had near the imp&ctreade us feel a special, nor
given us the opportunity to fund the bonds witheotstudents.

The impact for some of us came much later. Thd higally went on and we
realized our potential and were able to find ouywdaack (researcher) “It took me many
years to complete college; | took a long and maffecdlt path because of my lack of
effort and understanding when | was younger.” Eveugh some of us did not take full
advantage of the program we still benefited framVite all took bits and pieces of the
program and put them to good use whether we comslgioealized it or not. The gifted
program set some high goals and standards foraisexty young age and showed us our
capabilities and opened our minds to some of oortsbmings.

Logistically some students had to be transportesthier schools. This put a
burden on some of the families because the costreniticonvenience. Most of the
families only had one car and the students hattléopublic buses to get to school.
Debra said,

Going to another school was a bit of a logisticad &nancial hardship on my

family, because it meant | had to pay for a bus pather than just walk to

school, and it was difficult for my family to att@school events, because we did

not own a car.

John felt the effect in a couple ways:

Actual school, not a lot of impact except for tramgation back and forth and

mother’s involvement. Again change of friendscofirse. People do not like

change and there were a lot of changes. They tllikedo mess with their
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comfort zone. So all of a sudden you were beiagled against students that

were every bit as smart as you. Certainly it hadhgact.

Emotionally and socially the students had differferetings and experiences.
Lori said,

| was an only child, so there was no impact on asy&se. My parents were

proud that | was considered an “achiever.” But,reslly close friends were

upset that we were going to be separated and rtbeisame school (for the
elementary grades).
Peter had a different perspective:

Since | stayed at the same school | had attendedtprentering the program, the

impact of being segregated was not great becausgthing was familiar and |

was still with all of my old friends as well as thew ones. Although the school

did sometimes foster a wall between us.

Patrick had another idea about the impact of thgnam:

It seemed to meet my needs then, but now I thiakltlvould like to see it done

differently in light of my life and what | find vahble. But each child is different

and impact is based upon so many variables.

The program had various effects on this group. &positive, some negative,
some took better advantage of the program thanthé we all got something out of it.
Perhaps this is another example of the self-firlfillorophesy. It did have an impact on
us—a lifetime impact.

Emerging Theme #6: Lack of High School Support The biggest

disappointment was the high school experienceefjtfted program. Some of the
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students did not even realize that the high scbrpérience was part of the gifted
program. Theresa noted, “The counseling was rattgbod for those in the gifted
program. | was disappointed that all the extrakwaord classes | did not mean much
done on paper as | prepared for college.”

We still were taking classes in advance of oadgrlevel but the enrichment
stopped and for many classes we were no longepgtbwith only gifted children. Peter
stated,

The program prepared me to succeed both in codadegraduate education by

providing me with a foundation of education thasveasy to build upon. At the

time, advanced placement in college curses waa nommon occurrence as it is
today, but in many ways my freshman year in collegs a repeat of my senior
year in high school.

This idea may not have been a bad idea but itwaseculture shock for us. One
of the initial ideas of the gifted program was tbat education would put us in a position
to have completed the first year of college in lsghool. The fact of the matter is that
many did that but because of poor advising in lsigfool most of us did not receive any
advanced placement in college. Robin said, “hwige had had more college credit
available, so we could have saved money and netatapaterials in freshman year of
college.” Since most of us were first-generatiollege students we were not even aware
that advanced placement was available nor werpanents.

Emerging Theme #7: Lifetime Well-Being. Despite issues in all of our lives,
everyone interviewed for this research feels verydgabout where they are in life. Carla

stated,
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I am truly happy and fulfilled. 1 did not have thasiness career that | perhaps
once expected that | would have but | took my jshvée and mother very
seriously and did it to the best of my abilitywas fortunate enough to be able to
be a stay-at-home mom, which our children haveatsuolty said they appreciated
very much.

The few who rated their lives somewhat lower didbsoause of some health
issues not because of disappointments in the waylived their lives. They spoke
highly about the gifted program and its impact logirtlives. They all have a positive
outlook on life, their families and the things thdy. Debra shared,

The lifelong effect is that | have always fefiecialand have always had the self-

confidence to believe that | could do anything hteal to do. I'm also been very

aware of my enjoyment of learning, and intellectaiosity, a competitive spirit,
and a desire to do my best it has never left me th® other hand, since | have
not achieved a high degree of education (two yefacsllege) or success in the
business/career world, | feel like an underachiever

Their economic situations may not be as good ashhd hoped and some have
experienced some issues in their personal liveslbaeem to be very happy and content.
Dana expressed it this way:

Actually | have been thinking about that a lot katend | don’t see success in the

way a lot of people see it. Working for “Head §tadrmake about $8,000 a year,

| live very modestly, | live a simple life and thatexactly how | want to live and

that to me is success.
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Summary of Questionnaire Responses

In addition to the interview questions, a questarsmwas sent to each
participant, completed, and returned before therumtws. There were 17 questions
(some with multiple parts) on the questionnaireg@pdix B). Most of the questions
dealt with demographic information such as whateletary schools they attended, the
teachers who had the most impact, and their extiiaalar activities. The questionnaire
also asked questions such as where they attentledesdheir major, and the education
level of their children. However the most intemegtdata from the questionnaire was
aggregate responses to questionnaire questions;lafd 12: Question 1 - What is your
level of education, Question 2 — What degrees dohaid, Question 7 — What was your
parent’s level of education, and Question 12 - th&lgifted label have a psychological
impact on you? How?

The level of education of the participants (Apperid) is exceptional for the
time. In the late 60s only about 52% of high sdlygpaduates attended college let alone
graduate. Only one of the 33 participants didattend college at all and almost 90% of
the participants not only attended college, thapgleted at least a two-year degree
program. This is a significant figure by itselftlmonsidering the education level of their
parents it is even more impressive.

The parent’s level of education was a reflectiotheftimes. Of the 33 mothers
(Appendix F) of the participants, 21 were high salgraduates, four had some college,
two had bachelor degrees, and one had a mast@reedehile four only completed
grade school and one was listed as unknown levetloation. Of the 33 fathers

(Appendix G), one was a lawyer, one had a mastiegsee, one had a bachelor’s degree,
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and five had some college. There were 14 highadapaduates, eight completed grade
school, one finished fifth grade, and two wereelisasunknownlevel of education.
These figures reflected the blue-collar area thiégyaants lived in and was not unusual
for the post World War Il era.

The last interesting questionnaire data are regsotosthe Question 12, Did the
gifted label have a psychological impact on youWRoThe response choices were
positive, negative, no impact or a combination @sipve/negative reactions (Appendix
H). Seven of the participants indicated on thestjaanaire that the gifted label had no
psychological impact on them. This seemed to m®mirast to the responses to
Interview Question 12 — What was the lifelong efffefcthe gifted program? To this
question, all participants affirmed there was @dihg effect of the program on their
lives. Ten responded that the effect was positivd @, “fostered confidence,
creativity,” “more confident of my abilities,” arfgave me validation to do anything.”
While eight responded negatively, half of the negatesponses were concerned with
being “socially isolated” or being teased and beiagarated from old friends. The other
negative responses had to do with feeling of nadtiing up” to others in the program
and the presence of “unrealistic goals for me.’efEhwere also eight who felt there were
positive and negative responses to the questionmdct. One participant stated the
program “gave me self-confidence, but | feel | amuaderachiever” while another said
“internally proud of it and confident, outwardly wid not tell anyone.”

The question of the psychological impact of bemgeled gifted on their lives
from the questionnaire was answered prior to tkerwew process and the responses

seemed to be different than the responses to theview questions. Almost all of the
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participants replied very favorably to the progrand its effect on their lives during the
interviews while the question of psychological irapaf being labeled gifted on the
guestionnaire did not reflect that same respoR&ghaps the face-to-face interview
caused them to reflect and think more deeply alidlian the initial questionnaire,
triggering other memories or perspectives and pyiti different light on their
experience.
Beyond the Interview: My Own Narrative of the Experience

| was lucky growing up, | had a stay at home mouh fserd-working dad. We
lived in a middle-class neighborhood in the soudle ®f St. Louis. | was the oldest of
six children and the only one to participate in gifeed program. The fact that | was
accepted into the gifted program was somewhatsofrarise to everyone. | was not very
motivated student even when | was younger. Myegatere just so-so; | would just do
enough to get by. Looking back I think it may hdnael something to do with the fact
that | was bored quite a bit. | never learned \gogd study habits because | did not have
to study in those lower grades. | also think | wasy immature both physically and
socially. When | was given the opportunity to gtoithe gifted class, | really do not
think | understood it at the time. | was told Isasmart, which | immediately took as not
having to work very hard to get by, so | did nbdid learn though; | learned a lot but |
should have learned more. | never pushed mysetk¢el. This lack of effort continued
with me into high school. | had no excuse; | Hael God-given talent and support at
home to be a successful student but | just diccam--I just squeaked by. When it came
time to graduate from high school the expectatamie was to go to college, which |

did reluctantly. | worked outside of school durihgt time. | started work at 1:00 a.m.
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Monday through Friday and worked until around 520®. This may have added to my
lack of success in college but | do not think squst do not think | wanted to be in
college. After being removed from the roster atahiversity, | attended the local
community college and much to no one's surpriseaa kater | was asked to leave there
as well. At that point my father, totally disgusteith his oldest son (me), asked a
psychologist at the community college what was \gramth his son. The psychologist
proceeded to run a battery of tests on me to futdfanaybe they made a mistake back
in fourth grade. After taking another IQ test, wanescored five points higher than | did
on the original IQ test, the psychologist then ganeean aptitude test. Those results
came back and on the top of the paperwork was trd {all.” He told my dad that |
could do anything that | wanted to if | put my mitadit. He then gave me another test; |
called it a preference test, to determine my ististelt showed a wide variety of interests
in many fields, which did not help at all. At thadint the psychologists looked at my
dad and said | guess the only thing | can sayhsk he's bored. | could have told him
that.

During this time, the spring of 1969, | becameiblgfor the draft and was
fortunate enough to enlist in the National Guafthe military served me well; | grew up.
After active duty | got a job and started a newnsegt of my life. | eventually met my
wife and we started a family and for many yearsurxed from one job to another never
finding a good fit. |1 went back to school in therlg 1980s and got an associate degree in
data processing. But of course | never was a progrer. | had a history of those kinds
of experiences. But in 1999 two things happenatidffected the rest of my life. First

my dad passed away. My dad was a brilliant mamaduate of lowa State as a civil
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engineer and he loved learning. | think he wowdéhbeen a professional student if he
had his choice. But he was always disappointetdhtisaoldest son, the gifted one, never
managed to finish college. So right after my dadged away | told my wife | was going
to go back to school because that is what he alwayted me to do. So in 1999, at age
50, | started back to school. | completed my bkxtsedegree, earned an MBA and an
M.A., and with the completion of a doctoral degtedll hopefully finally meet those
expectations my dad had for me.
Summary

The foundation for this research was the individotdrviews including my own.
The thoughts and reminiscences of the participanragided the context for this study.
The findings were enhanced by the richness of énegmal experiences that were shared.
As the interview transcripts were open-coded, séllemes emerged—expectations,
social, label, spiritual/religious, impact, lacklagh school support, and lifetime well

being. The findings are discussed in Chapter 5.
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Chapter 5: Discussion, Implications, Recommendati®) and Conclusions

The purpose of this study was to explore the ctiperceptions of a group of
adults who were enrolled in the gifted programhaf t. Louis Public Schools in the fall
of 1959 or spring of 1960. Few studies have exaldhe lifetime experiences of adults
who were labeled gifted as a child. Participantghis study attended a gifted program
that began during the time of the Cold War and taken to another level because of the
launching of Sputnik by the USSR. | was one ofgh#icipants and the others were my
classmates.

The participants in the study were a portion ofgbpulation of 62 selected from
a pool of 62 potential subjects who were identitisdbeing part of the gifted program the
St. Louis Public Schools during the late 1950s H96Ds. A total of 33 accepted my
invitation to participate in the study. Some d gharticipants did not remain in the
program from fifth grade through high school. éllthe participants began the program
in fifth grade and all graduated from the same lsighool in 1967. Questions asked
pertained to their experiences, whether positiveegative, while in the program. They
were also asked about perceived long-term effddtsegorogram on their lives, and the
impact on their lives and their relationships wothers.

The students selected for the gifted program wetenghe opportunity to leave
the traditional classroom and participate on atfale basis in the gifted program of the
St. Louis Public Schools. The elementary schooyjam began in the fifth grade and
continued through eighth grade. The gifted progiramgh school was a tracking

program and was a very different experience fomgified students. The gifted students
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suddenly found themselves in classes with oldehaps less motivated students who
occasionally caused problems for them.
Aligning the Interview Question Responses to the kerature

The participants in this study were asked 13 qaestexamining their
experiences in the gifted program and relationgspes that may have occurred because
of their involvement in the program. In this chept discuss the links between 12
interview question responses discussed in seqlientier and the literature reviewed in
Chapter 2. The responses to question #13 areseaiesl as a table (Appendix I) at the
end of the chapter. Responses are written in thagriorm and summarized from all
participants.

What did it mean to you to be labeled gifted?When asked what it meant to be
labeled gifted the participants had a wide var@dtgesponses. Some of the participants
felt that when they were labelgdtedthe expectations of their performance were
immediately raised. There were also some negatsfonses to this question. Some felt
that by being put in a separate classroom they welated from the other students in the
school and it made them feel different from othtedents. Those participants who had
to go to another school, out of their neighborhadso felt the segregation from their
friends in the old neighborhood most acutely. Mahthem also felt some of the teasing
they endured because they were smart was exacgtbatbe separation at school and
losing the neighborhood connection. Despite thieisgs, the participants felt that the
change to another school increased their self-dentie, made them feel special, offered
them more opportunities, and built their self-esteéthers felt that it was an honor to

be labeled as gifted and truly enjoyed the expederiFrom an academic point of view
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they realized they needed to continue to get gestdgrades even though they were
taking advanced classes. A couple of the unigsieareses were that being labeled gifted
was no big deal because they were not the firsgd@ichild in their family. And one
participant commented, rather sarcastically, béabegled gifted was better than the
alternative of being in the regular classes. Thesponses might be examples of self-
fulfilling prophesies, “An outcome of labeling migbe the self-fulfilling prophesy”

(Rist, 1977, p. 77) because “one’s self-expectatiofluence one’s subsequent behavior”
(Aronson & Carlsmith, 1962, p. 179).

While most of the participants discussed their yment of the program, the ones
that had to leave their neighborhood to go to araskhool disliked the travel and the
fact that when they went home the neighborhoodiodml treated them differently. But
overall the experience was good for them and tfieulty of travel, the separation from
neighborhood friends and the segregated classrettimgwas advantages and worth it
to be part of the program. The participants agwed the findings of Freeman and
Jensen (1999), who argued that isolation from néieeychildren could be advantageous
for gifted children and with Pederson, Duncan, @adady (2012), who found that
“being in the homogeneously high-ability contextlod school for gifted children their
elementary school years was life altering” (p. 82).

What effect did being gifted have on your relationkips with your siblings?
Parents? Extended family? Other studentsAWhen asked what effects being labeled
gifted had on their relationships, many of the snid stated that their parents responded
in a very positive way and expressed great pridettieir children were part of the gifted

program. However, some stressed the necessitigéorchildren to make the most of
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what they were given through this program. Anotlesponse from parents was that they
then had higher expectations for their childrenm® parents were not surprised by the
fact their children made the gifted program becaus®her sibling was already in the
program. But many of the parents knew very lgt®ut the program and were surprised
when told they had a gifted child.

The positive reaction by parents was in contraghany negative reactions by
siblings. Some of the siblings were extremelygaalthat they were not part of the
program. In many cases it made the siblingsifdetior which in turn caused friction
in the family. The reaction by the extended famsiymed to be neutral.

Most of the social and emotional problems thaterstadents encountered were
with other students and some adults, who expebad to be more mature for their age
and parents needed to deal with the stress th&asesidrought to light. According to
Ross, “the discrepancy between the intellectualsaothl-emotional development of the
gifted often creates stress for the child and gaakke” (p. 160). These other students
included students not in the gifted program wherated the new school and those that
lived in the old neighborhood and attended theimaiggrade school. The friends that
they had made in the old neighborhood were upsetuse they would be separated from
their friends and the gifted students were troulbhethe same feelings. Even though
they lived in the same neighborhood they spent nafithe day away and eventually lost
touch with many of those childhood friends; althleugome of those relationships were
rekindled later when they were all funneled inte #ame high school.

The other problem came from the students not irgifted program at the new

school and it came in the form of teasing and asitpdoward the gifted students. Some
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of this was perceived as jealousy because of ttra@xricular activities that were part of
the gifted program.

Did you experience any difficulties as a gifted cld? What were they?The
interviewees were not only gifted, they also pgrated in a gifted program and
therefore, their responses seemed to be aboutudiféis not only with being gifted, but
also with being in the gifted program. Althougmsoof the students did not perceive
any difficulties being in this gifted program, soahescribed difficulties associated with
being gifted and participating in a gifted progranore difficult and time consuming
school work; teasing; logistics of traveling tochsol outside their neighborhood; and
social unpreparedness for high school. Some ¥eltshadowed because they were shy
and quieter than some of the other students. 8k{@001) believed that gifted children
experience social benefits from ability grouping tlaey are more likely to fit in with
other gifted students than with average or beloeraye students. As Marcia stated “We
appreciated each other’s camaraderie, going thrthegeame experiences and having to
get all the homework done.”

More homework, lack of sleep, high expectations laaudler classes were also
common difficulties reported, which put pressuralmmstudents. Cloud noted in 2007
that there are approximately the same numbershoiod@ge children at both the high
and low ends of the spectrum and those at the hagigtare expected to be able to
succeed on their own. Luke felt that “there weaghlexpectations. Sometimes there
was a perception that if someone was gifted they were self-motivated to be

successful.”
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Teasing on the playground is not an unusual ocooesehowever, the gifted
program was a new opportunity to tease or in sasexbully students. The segregated
nature of the program made the gifted students t@aggts. Patrick’s perception was
“As it exists today, bullying due to differencescarred all the time: being in fights or
threatened by fights was common.” Beyond acknogédeakent of this finding, Kearney
(1993) compared the teasing of gifted childreretmal or ethnic slurs or the teasing of a
child with a disability and argued that it is uneptable and can inhibit intellectual
growth. Other issues creating difficulties thateveevealed in the interviews were the
extra travel time to a different school out of theeighborhood; the stress of the extra
homework that reduced time for extracurriculanatés, especially sports in the old
neighborhood; and, the lack of social preparati8h.Louis Public Schools Assistant
Superintendent of Elementary Education Edward HinBer noted in th&t. Louis Post-
Dispatch(Sixth graders eligible, public schools to condgmtcial classes for gifted.
1955) that in order to minimize social isolatidme gifted students were expected to take
part in normal school activities, mingle with otlsudents outside their classes, and only
be differentiated in their own classrooms. Theppse of the strategy was to allow all
students opportunities to know each other and yailtionships outside the classroom.
Despite these measures, several students feltabkgd social skills and were not
prepared to go to high school where they were mixida students not recognized as
gifted.

Tell me about your experience with the gifted progam during elementary
school. Some of the students disliked having to switdhosls, because taking public

transportation (in some cases alone) was inconmeare unpleasant. But most had a
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very positive experience and expressed commenksas)at was great, | really enjoyed
it, and | thought of it as a great opportunity. iyi@xpressed appreciation for the
opportunity because they felt that it was fun, #mgi and life-changing. Most
appreciated the small classes, the challengingseamork, and the teachers. In keeping
with this finding, Thomas (1980), found that fiveays after participating in an academic
talent search program, gifted children had manyefsame positive feelings as the
participants in this research. They viewed thegymam very favorably and felt it
improved their self-esteem, though disruptive atttme.

One of the frequently mentioned positive commenhth® interviewees was the
enrichment part of the program in grade schooleyTound the coursework challenging
and really appreciated the additional enrichmeat Was provided. This finding is
supported by Swiatek (2001), who believed that euttopportunities for enhanced
instruction, gifted students may become bored Wighregular curriculum and experience
academic problems. Examples of the enrichmenasfellows: field trips to the
symphony, Saturday morning classes at Washingtovelsity, learning from an art
teacher from the St. Louis Art Museum who caméntodifted classes, and learning
French in fifth through eighth grades. In alignmerth this program description,
Thomas (1980) described enrichment programs agriessito give gifted students who
are in traditional classroom settings supplemantatkrial to challenge them.

Did the format of the program (pullout or segregaéd program in elementary
school) meet your needsMost of the students liked the program becaused w
challenging. The students felt it met their neaclsdemically, was innovative, and

helped them be successful in grade school. Kindir¢956) may have agreed that the
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purpose of gifted programs is to bring to life gnd to work an innate intelligence, as he
wrote the following:

It's a matter of a broadened and especially stinmgjaourse of study, which will

help the youngsters make the most of their alslitié we merely held up the

normal level as the standard for all, we wouldraentng for mediocrity. (para.

21)

The classes were accelerated in grade school stlidents completed the
coursework for fifth and sixth grade in one acadeyeiar and were then one year ahead
academically. This finding is supported by theesgsh of Kulik (1992), who found that
students in accelerated classes can out pacesatimer aged and IQ students, from non-
accelerated classes, on achievement tests by ane ye

Some of the students felt that the program lackeadti®nal support, social
training, and in high school it lacked counselimgl @dvising especially when it came to
the future and college decisions. Even though neditlye students felt that the program
was fun, challenging, and socially inclusive (beamgund other students who had a
similar work ethic), these students also felt igpared for high school because of the
segregated nature of the elementary program.gi &f this, Baker et al. (1998)
recognized that being smart is usually a plus@émentary school but warned how peer
pressure especially in middle and high school agatively influence students and must
not be ignored.

Some of the students appreciated the mixed gymseddsecause it gave them an
opportunity to meet, bond, and participate witheotstudents. The only other time

mixing was possible was during recess in gradedchdich sometimes was a challenge
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because of the teasing. Last, interviewees rasamhcern that there was a lack of racial
diversity in the program. In reality, the city ®f. Louis was very segregated city at the
time and the number of minorities in the area waalkso the schools only mirrored the
local community as a whole.

What is your opinion of the teachers in the giftegprogram (elementary
school)? Most of the students felt their teachers wereval@verage or excellent. The
teachers seemed to always be there to challenggutients and some even had huge
positive impacts on their students’ lives. Rolzh that her eighth grade teacher: “had a
huge impact on my life in eighth grade. | later had for two classes in graduate school.
He was just as impactful then.” Research litee@ggems to contradict this finding that
teachers in gifted programs at that time in histeeye perceived by the students to be
well prepared. According to French (1959), moghef (gifted) training was left to the
individual school districts because universitiel/aifered workshops or summer
sessions with titles such as “Education of Giftdulden” or “Methods and Materials for
the Gifted.” Universities were slow to develop s to meet the need for gifted
educators.

Students felt that some of the teachers were kitidar others; in fact one student
felt that a teacher actually humiliated him: “Nawy last teacher, eighth grade, was
different. She taught coercively. She humiliabada regular basis and drilled in an
“elitist” mentality because of our being gifted.”

A couple students felt that the teachers were saifinpugh most of them felt that
they made the classes more interesting, helped ¢gnew and made the transition from

elementary to high school easy. The studentshfattmost of the teachers had high
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standards, were inspiring and in some cases everorable. Perhaps teachers in gifted
programs during that time, though academicallgiépared in gifted education, enjoyed
the challenge of their new job and simply adaptédtvihey already knew about the
teaching and learning of children to this new gibra Perhaps they, too, benefited from
being labeled as a gifted teacher and sought tdwdgll the prophecy.

What impact did going to another school have on yaudamily? On you?
This question was probably the one that had the defmitive responses. The students
clearly talked about three negative aspects ohditg another school: primarily
transportation, difficulties for their parents, e&hé impact on them. When asked the first
part of the question the impact of going to anowdrool on their families, the negative
responses were almost all about transportatiorttemdost sometimes associated with it
(some children had to ride a city bus). The difiig for the parents, primarily the
mothers, was trying to be in two places at the stiime. Many of the families found
themselves with children in two different elemegtsachools and trying to be supportive
was a challenge. For the students themselvestikeoging curriculum, although
expected, was a surprise to some but the biggestanon them was social. Leaving
neighborhood friends behind, forming new relatiopstand the segregated nature of the
program all seemed to be problematic for many eifrth

What were the advantages of the programVhen asked this question, the
students all referred to the elementary school kapee, as opposed to the high school
experience. The elementary school experience wa$ylregarded by the students.
Quite a few of the students also responded spealtifiabout the additional opportunities

to learn, the wide variety of experiences, andithevative approaches to education that
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made them feel as though they were older and matarsn Kulik (1992) supported this
finding with his argument that programs using dmment and acceleration show the
greatest positive effects and participants in thpegrams outperform their peers by
almost one year on a grade equivalent scale, aatk@ntage even though not
acknowledged by the students who were interviewidte students also spoke positively
about their different curriculum and the teachatslity to have a fast paced classroom
knowing that the students would be able to keeplomlignment with this finding,
Robinson (as cited by Jancich, 2004) further wathatiwithout a challenging
curriculum, gifted students may become bored, Eaver grades, and inattentive in
class, which may lead to misdiagnoses of hyperagtiv even attention deficit disorder.
Even though the expectations were higher for thdesits many of them, they saw the
advantages of the program as they reflected badk on

The students, for the most part, were recognizdzbamy special, which gave
many of them a feeling of self-confidence and &simlundation for learning. They also
felt that the teachers were better than non-giedhers and that they provided more
hands-on and intense study opportunities in wagh as field trips to gain a better
understanding of the subject matter and to learrerdeeply and in different ways
outside the classroom. The challenges of thisseowork prepared most of them to have
good study habits, which made high school and ee#lage a little easier. Last, the
interviewees mentioned the small class size agcphatly advantageous and there was
less frustration from all the students because wee not as bored. Students found it

easy to discuss the program’s advantages.
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What were the disadvantages?The most prevalent response was separation
from their neighborhood. Almost all of the studewho had to change schools felt that
it caused many issues for themselves and theiliEmiAs discussed earlier, the
separation from old friends and the difficultiesti@nsportation were major concerns for
many of the students. The students also felt rengsts from old friends and a
disconnection with the neighborhoods where thdylistd.

Separation was also an issue for the students vdheod have to switch schools,
just classrooms. Even though they were not segfedm old friends because they did
not have to move to another school, they weressjlarated, if only by being down the
hall. Besides the disconnection, some of the sitsdelt that the segregation of the
program really held back their understanding ofgtuglents not chosen for the gifted
program. Cloud (2007) argued that higher 1Q cliidnave just as many problems
interacting with average 1Q children and as dodrkih with lower 1Qs. Many of the
students felt emotionally unprepared when they wehigh school due to the somewhat
isolated nature of the gifted program.

Tell me about your experience with the gifted progam in high school? In
contrast to the elementary school gifted prograwstrof the students did not have many
good things to say about their high school expegenmith the program. The high school
experience was a tracking program and after haaiggeat experience in the gifted
program during elementary school, the high schepéaence was a huge
disappointment. The adjustment to having somesetawith older students was a
challenge both socially and academically. Socitlby were often not accepted well and

academically they were not challenged. The giftiedients were perceived as being too
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smart and did not fit in well with some of the atinegh school students. Cross (2002)
supported this finding: “Being too smart” can begeéved as a problem, and “a large
portion of American students with gifts and talemase developed social coping
strategies that use up time, energy, limit theparpunities, cause bad decisions to be
made, retard their learning, and threaten theaslipara. 9). Another problem in some
classes with non-gifted students was that the eowgk was not preparing the students
for college work. Although Cross (2002) debunkeel idea that the gifted do not have to
study or work hard in school, I did not have to kbard in high school to get good
grades and therefore was not prepared for thegigiocollege work.

Probably the biggest issue in high school wasahk 6f good counseling. Most
of the students in the program were going to bditeeof their family to attend college.
The students were given very little guidance alsstiblarships, Advanced Placement
credits and were in some cases misinformed abdlegecopportunities.

Wyant (1962) found the expectation to be that leytiime gifted students got out
of high school they would be a year ahead of oplgils and would have the equivalent
of about one year of college work, which couldalihem to earn their college degrees
in three years rather than four. This idea obupdgl not come to fruition for many of
the students. The lack of follow through in higihgol was one of the biggest
disappointments among the students.

What is your opinion on tracking programs in the public schools? Some of
the respondents were very adamant in their negtaelangs about tracking programs in
the public schools for a variety of reasons. Hosvdar every negative response there

were two or three in favor of tracking systemshia public schools despite the
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inconsistent use of these classes in their own $iglool experience. This finding is in
keeping with Fischer (2004) who argued that traglkinability grouping at the
secondary level is not a black or white issue that lower ability students seem to do
better in mixed-ability class settings than in lability class settings. However, the
reverse seems to be the case for the high-ahilidests, who “stagnate in the
heterogeneously mixed classes” (Fischer, 200424), but thrive in classes with
students of equal ability.

Other responses to tracking varied. One respondasiconcerned about them
being done correctly, while another saw pros ant ¢o tracking programs in high
school and still another would want to ensure eomati support was provided. One
respondent feared labeling at any level is an ibewause all children develop in
different ways and a label of any kind may mark#dcin a negative as well as a positive
way. Some felt that it should be done by subjeatten while others were not sure what
would be the best method. Another felt that lalgeinay have a bigger impact on those
in the lower levels of a tracking program becalss imay have a feeling of
hopelessness or of despair because of the lalnel.réBpondents’ mixed feelings about
labeling are supported by Rist’'s (1977) uncertaatigut labeling:

If the labeling perspective can be shown to beyaieate framework from which

to analyze social processes influencing the edualtiexperience and the

contributions of such processes to success orréaituschool, there would then
be a viable interactionists’ perspective to coubtah biological and

determinists’ theories of educational outcomes7{p.
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To summarize, the majority of respondents werauof of some type of
tracking. The consensus was that the educatigstdrs should meet the needs
(including emotional) of all students.

What was the life-long effect of the gifted prograrf? The lifelong effect of this
gifted program of the respondents was varied. Sointlee respondents felt as though
they could never be good enough to meet expectatiBat most of them felt as though it
gave them a solid base for education in their |igefeeling of self-confidence, and an
inner peace and contentment with their lives. daging with this finding, Lee and
Waters (2003) stated that life’s stressors candadt evith much more easily if a strong
feeling of spiritual well-being is part of one’¢édi Some respondents described a gain in
logical thinking skills that made them feel morenftdent and gave them a great love of
learning. Others expressed a resulting sensedependence and a very special feeling
about themselves. Neihart's (1999) research omtpact of giftedness on mental health
may provide insight into these findings. He fouhdt in comparison to the general
public the gifted have a normal or even better thamal capability of adjustment. A
greater than average ability to adapt would na bkely insight among the respondents,
but may give gifted persons in general a Darwimgdge in life. And, further, based on
Neihart's study, perhaps being gifted had a grddéestong effect on them than being in
a gifted education program.

How would you rate your life on a scale of 1-10 wit10 being the most
successful and why?Over 90% rated their lives as an 8 or above. dather 10% rated
their lives as a 7 due to some health issues (Agipdn Despite some difficulties and

detours, all felt successful and happy with thegd. The responses to this interview
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guestion gives credence to and supports particigspbonses to the questionnaire
Question 12 - Did the gifted label have a psychigl@lgmpact on you?
Aligning the Emerging Themes to the Literature Revew

Seven themes emerged for the interview data asahexpectations, social,
label, spiritual/religious, impact, lack of highheol support, and lifetime well-being.

The following section aligns the themes with therhture reviewed in Chapter 2.

Emerging Theme #1: Expectations. The first theme was one of expectations.
The National Defense Education Act of 1958 was &tk “strengthen our American
system of education so that it can meet broad meréasing demands imposed upon it by
considerations of basic national security” (Lipsvi&Neill, 2009, p. 15). Even though
we were told about the importance of the progrdmm magnitude was not obvious to us
as children, but we did know there were greatessanees on us to be successful. But, as
we reflected back on our experience in the giftexypam later in life and especially
during this study, we began to comprehend the fstgnice of the gifted program of
which we were a part, and we were better able topcehend what was expected of us
because the American public felt “that the nati@tentific leadership, perhaps even
survival, depended upon changing its educatiorsditutions” (Clowse, 1981, p. 15). As
a whole, we all felt the weight of the nation’s egfations on us.

Emerging Theme #2: Social.Many of the social issues that arose were because
of the segregated nature of the gifted programnyMsaudents had to leave their
neighborhood school to attend classes in a diffeseimool. Even though some of us
were lucky enough to remain in the same schoolvese still segregated from the other

students in the school. When first developedgifted program of the St. Louis Public
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Schools gave some thought to the social aspetkedegregation of the gifted students.
From an article in th&t. Louis Globe Democratvo views were expressed: “We are
going to keep in the front of their [the gifted d&umts] minds the point that by virtue of
their advanced abilities and better opportunitiesy owe a lot to their fellows
[classmates] who are not endowed as well” (Sixtadérs Are Eligible, 1955, para. 11)
and the students were “expected to take part imabschool activities, mingle with

other students normally, and only be differentiatetheir own classroom. This strategy
was implemented “in hopes of avoiding studentsdpeadled names or being teased”
(para. 12). In truth, these strategies did n@vadlte the social problems and isolation we
experienced. Despite the good intentions of tlgmam designers, the segregated nature
of the program actually exacerbated many of theeis$t hoped to avoid.

Emerging Theme #3: Label. The gifted label was embraced by some of the
gifted program participants and downplayed by cthe&lthough most embrace their
giftedness today, many did not at the time. Doawiplg the gifted label was a desperate
attempt by some to fit in with former classmated fairends. In support of the mixed
response to labeling, Freeman and Jensen (1999 that sometimes, gifted children
“resent their own giftedness,” concluding that lgegifted is the very thing that prevents
them from fitting in with their peers (para. 4)rohson and Carlsmith’s idea, “one’s self-
expectations influence one’s subsequent behavi®6Z, p. 179), may support those who
embraced the gifted label and the expectationscdrae with it. Further support of
labeling as a theme can be found in Rist’s (19&3garch findings that suggest, “an

outcome of labeling might be the self-fulfillinggphesy (p. 77).
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Emerging Theme #4: Spiritual/Religious. The spiritual or religious theme was
prevalent among the participants during the ineamgl. In keeping with this theme,
Chauvin (2000) stated that because of their cuyi@sid intellect, gifted individuals
commonly “explore spiritual and existential issfresn an early age” (p. 135). Although
acquired at different stages in their lives, mdghe participants had a great sense of
spirituality and/or a strong religious faith. Fet support for this theme can be found in
Cohen (2002):

Spirituality may be related to satisfaction witkelin that spiritual people may be

able adequately to explain events, feel close td, Gee beauty in the world, find

comfort in their religious beliefs, and feel thisnes have purpose to name a few

possibilities. (p. 288)

Emerging Theme #5: Impact. The impact on the participants manifested itself
in many ways. The impact of the educational exgiemts, the “gifted” label, the change
in family dynamics, and the financial and logistissues that arose were great.
Specifically, the financial and logistical problemsre caused by the lack of school-
sponsored transportation for the students to attemdifted program at another school.
This thought process might also be an examplesetfaulfilling prophesy, “An
outcome of labeling might be the self-fulfillinggmhesy” (Rist, 1977, p. 77) because
“one’s self-expectations influence one’s subseqbehtavior” (Aronson & Carlsmith,
1962, p. 179). A quote in an article by Wyant ih9%?2 edition of th&t. Louis Post-
Dispatchsupports the financial and logistical issues asrgract: “parents must give

their consent, to have the children travel ouheirtown neighborhoods at family
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expense” (para. 22). Clearly the impact was orfdahelies as a whole, not just on the
gifted student.

Emerging Theme #6: Lack of High School Support.Lack of support in high
school was expressed by most of the participavisny of us were socially and
emotionally unprepared for high school. The isolabf grade school no longer existed
and being in classes with much older students atasest, difficult at times. But the lack
of college guidance support was the most mentialsappointment of many of the
respondents. When we became part of the progrdr58-60 the program was in its
third year and was well established and in a 196@ain theSt. Louis Post-Dispatch
Wyant (1962) stated,

The net of it is that they are a good year aheawttddr pupils by the time they get

into high school, and when they leave they havethaequivalent of about one

year of college work. (para. 27)

In the same article, Ware (as cited in Wyant, }%62ted

They very likely will get their college degreesthmee years instead of four. We

hope of course that they are so in love with lesgrthey will stay the fourth year

and go on with graduate work. We have set up machito follow them through

college, and see how they do. (para. 28)

Five years later this part of the plan had fallpara Academically we were ready for
college but we did not get guidance about AdvarkRladement credits, career choices or
scholarship opportunities.

Emerging Theme #7: Lifetime Well-Being. Almost all of the participants had a

distinct feeling of well-being in their lives atatime of the interviews after a lifetime of
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being labeled gifted. They attributed much obithe foundation that was set for them
by the gifted program they participated in. Théspdelt that the positive attitude,
reinforcement and sense of accomplishment theyléelhg that time of their lives gave
them a great head start. Merton’s (1948) selfithn§ prophesy research supports this
theme. Although Merton’s research showed that tngydabeling leads to self-fulfilling
negative outcomes, | found the opposite to bewritle this group--that positive labeling
led to self-fulfilling positive outcomes. Theserfi@pants were given the expectation of
success at the age of 10, which was reinforced mar@g in their young lives.
Rosenthal and Jacobson (1968) wondered if disadgadtstudents would do better in
class if teachers expected more of them. Theulteshowed self-fulfilling prophesy
could be established through the influence of paslbeliefs.

Self-enhancement theory contends that people tendtturally view themselves
positively (Jussim, Yen, & Aiello, 1995) which seeho support the positive influence of
self-fulfilling prophesies. Individuals seem taeatd more to positive messages than
negative ones; therefore, positive messages afbehay create more self-fulfilling
prophecy results than negative ones (Madon e2@L1, p. 589).

Current Status of Study Participants

Many of the participants are retired or soon wal I5till others are continuing to
work and earn a living. Most live full lives anceavery happy. There have regrets and
some have made some poor decisions. But his oéspasject gave each one of them,
including myself, an opportunity to not only thiakout the experience we all shared 50
years ago but to reflect on the effect of that eilgmee on our lives. That effect, although

different for each one of us, was very good for nadsis. We got something out of it.
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To paraphrase from “Camelot” there once was a péexcitement, promise, and
outstanding academic opportunities called The &id.Public Schools Gifted Program.
Personal Reflection

When | started this process | was just going terinew my former classmates for
my dissertation, but it soon turned into much mdtdaecame an opportunity to
reconnect, not only for me, but also for the pgtats that | was interviewing. From the
very first interview | realized that this was mudiore than just an interview for my
research. It was an opportunity to reflect on my@xperience as well. | was also
surprised to see how much Dana (the first intere@wwvas enjoying the experience. It
was much more than we both anticipated. | hadseeh Dana or talked to her since 1967
and the conversation started off as if we had nbgen separated. As the interview
progressed it became more of a conversation betfviesals then an interview. Our
recollections of events did not always agree batapportunity to talk through it and to
bring some clarity to the memories was great e/eame of the facts as we remembered
them were not completely clear. Throughout alihef interviews, “facts” were told as
we believed they happened and according to Rosdnid@982), “it is enough to note that
they believe they are doing so. This belief ithatbase of their struggles to tell their
stories correctly” (p. 271).

Although | became better as an interviewer as thnaet by, my enthusiasm did
not diminish nor did the enthusiasm of my subjettge opened up to each other,
reminisced about old times, and talked about fisamto had passed away. We lost track
of time. We also talked about good times and Haelexperiences we shared and our

thoughts about the program. Although each interwias different | realized that there
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were some similarities. | realized that the negeatiabout the program and that their
impact lessened with time and maturity. The issue$aced as adolescence in the gifted
program which seemed so overwhelming at the tiro®, seem to be nothing more than
just a hiccup in our lives. It also became quppaaent that this program left an impact
on all of us. For many of us the impact really wasfelt until later in life. In grade
school we were having fun and were experiencing tgvgs. In high school the
experience was not as good but we still survivethaa struggled with the same social
issues as other adolescents. Despite these thimgaemories are mostly fond ones.
Our collective reflections also brought to lighé timple fact that as we grew older and
looked back at our lives we realized the great dpaty that was afforded us. Some of
us took advantage of it and some did not but whadl benefited from the experience in
some way. But | think the opportunity to reflect aur lives had another effect on all of
us. This was a unique group; we had a shared iexygerduring an impressionable time
of our life and had the opportunity to reflect tnThe reflection is part of the beauty of
this narrative research where the interpretatiatersved from “access to the facts
provided by the understanding of meaning, not oladeEm” (Habermas, as cited in
Mezirow, 1991, p. 5).

We had the opportunity to gather in St. Louis aptewf different times to
reacquaint us with each other. With my wife’s helarranged two reunions and invited
all of the participants and their spouses (or @)dstattend as a natural next step in this
endeavor. Some attended both reunions, some atteme®, and some were unable to
attend either. Of the 33 participants, over 28rated one or both of the gatherings.

Despite the fact that the gifted program was tharoon thread that brought us all
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together the program itself was not mentioned togieat degree. This was a time to
socialize and to reunite with old friends. Theensations were about catching up on
each other’s lives, getting updates on those whe wet able to join us and wondering
about the ones we have lost track of. It was angaziWe were a group again. Older,
yes—wiser, probably, but definitely more appresinf that time long ago when we
were young and impressionable and had our wha@eahiad of us.

Many people have kept in touch with each otheresthe interviews and
reunions, continue to share experiences, and agntmbuild on the rekindled
friendships that happened because of this ended\ .participants reflected on how
the program helped them, how it set some standardsem, and in some cases
frustrated them, but overall helped them at vartoags through the rest of their lives.
Rosenwald and Ochberg (1992) provided insight tinéoresults of the interview process
and subsequent reunions and lend support to tltemmet “from the analysis of the
responses subjective interpretations can be mad&)( Additionally, the impact of the
reflective interviews gave all of us an opporturidgyput that time of our lives in
perspective and appreciate the opportunity thataffasded us. In keeping with this
outcome, Riesman (1993) said, “the purpose [oéotifbn] is to see how respondents in
interviews impose order on the flow of experienrcetake sense of events and actions in
their lives” (p. 2).

The success of the gifted program on the parti¢gpauterviewed, may best be
measured by their positive view of life, their camiment and the positive view of the

gifted program that brought us together many yagcs
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Experience of Reflection

There was a side story or an unexpected outcomertinerged through the
interview process. The bond between the parti¢gtimat was forged through shared
experiences and the particular situation we shaved 50 years ago was rekindled. Not
only was it rekindled, it continues to be importanour lives today. Long past the
educational advantages we had and the issues e, fthe gifted program we
participated in has become a sense of pride anthces to affect us individually and as
a group. Some of this may have been caused bpasticipation in this research. The
reflective process of the interview questions mayehgiven the participants the
opportunity to take a look at their lives differgmtWhen put in the context of the effect
of the gifted program on our lives as opposed ter@hve are in our lives today the
interview process gave us an opportunity to viewlimes from a different perspective.
Our lives were influenced by the gifted label, éxpectations put on us, the confidence
that we could do anything we wanted to do, theitglio think for ourselves and set
standards for each of us whether we realizedtiteatime or not.
Answering the Research Question

The research question was, How did the St. Louidi®&chools gifted program
contribute to the lived experience of the studeviie started in the program in 1959 and
19607 As each interview was added to this resedralas evident that the subject of the
interviews was of great interest to the participariReflecting on the past 50 years
brought buried memories to life and a group of fermmlassmates together, if not
physically, emotionally. The passing of years lgttufocus and a new understanding of

the opportunities afforded us as well as the diffies we faced. Looking back on this
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shared experience, the participants all withouep#on felt that they got something
positive out of their participation in this programmether they took full advantage of it or
not. When the interview process was complete@, \firays surfaced to describe how the
program contributed to the lived experience ofghuglents in this study—set
expectations for life, set a pattern for their §iyspirituality in their life, life satisfaction,
and higher than normal percentage of college gtaduaA discussion of each follows.

Set expectations for life.Many of them go so far as to say that it had aglarg
impact and set a pattern for their lives. Whilemeadid not realize the impact until
sometime later in life, they still recognized thasjpive influence it had on them and their
lives. The accelerated format, the fast paceerctassroom, and the enrichment were all
positive aspects of the program.

Set a pattern for their lives. Above and beyond the academic side of the
program, especially in grade school, there werdhimgs learned that were not in the
lesson plan, the ability to think independent dfess, the feeling that we could
accomplish more, the feeling of self-confidence] teeling equal to any task. Even
those who did not take full advantage (elementahpsl only) of the program benefitted
from the exposure and were glad to have had therappty.

Aside from the program itself, giving us a struetor framework to build on each
of us also benefitted, to various degrees, fromdp&beled gifted. The label was
embraced by some, downplayed by some and almastadrby others during that time
in our lives. However, as we grew older the ideheing labeled gifted has grown on us.

Our gifted experience has shaped us and has bexgsese of pride for us.
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Spirituality in their lives. During this process, an air of spirituality sudd—a
belief in something bigger. It brought peace aattbfaction to many and seemed to put
many lives in perspective. |think the early tra@) the encouragement to explore, to
think outside the box and think independently ganest the ability to see the big picture
and pursue alternatives in their lives. Howevergpirituality manifested itself, in the
final analysis it did become a part of the livesrany.

Life satisfaction. As a group we have also found ourselves at edbemlio we
are and our situation in life. There is an oveliedling of contentment in our lives
despite some not having achieved all they felt gteyuld. With this in mind, the gifted
label may have had a significant impact on us. iRgtbn and Weinberg (1973) stated
that being typed makes people become aware oéb® placed on them and they
subsequently act accordingly and are socially cedngAronson and Carlsmith (1962)
suggested, “one’s self-expectations influence osetsequent behavior” (p. 179).
According to Rist (1977), “an outcome of labelingght be the self-fulfilling prophesy”
(p. 77).

Self-fulfilling prophesy theory may explain the ¢centment with the participants
of this program. Although Merton (1948) first ceththe idea of self-fulfilling prophesy
in reference to negative outcomes, the positiveaues in this case seem to be the cause
of the self-fulfilling prophesy of success in lif@he positive self-fulfilling prophesy is
also supported by Jussim, Yen, and Aiello’s (1988)-enhancement theory which
proposes that people are more apt to view themséwerably. And as stated by Madon
et al. (2011), individuals pay more attention tsigge rather than negative messages,

which may cause them to pay more attention to etpesitive ideas about them (p. 589).
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All of these support and perhaps help explain trexall feeling of contentment by the
participants.

Higher than normal percentage of college graduatesin a time period (1967)
when the percentage of students attending colleggeralatively low, 82% of this group
started college in 1967. And more impressive ésféet that all but one (97%) did go to
college at some point in their lives and 82% graeldi&rom college.

An unintended and maybe more important outcometiasmotional effect on
the participants. Fond memories, old friends, #wedchance to reminisce seemed to be
enjoyable for all of us. Whether the contact wiasre of the small reunions or, by phone
or through social media, almost all of the parteifs from across the country took
advantage of the opportunity to communicate anthdd old friendships. These
relationships continue at the time of this writing.

Recommendations for Future Research

Being labeled gifted has been discussed and trelpp@ffects of labeling on
self-fulfilling prophesies. If more evidence camfound to support the idea of positive
labeling leading to positive self-fulfilling propbies, many aspects of education may be
affected, not just the gifted. There are paralielhis in the business community. If
someone is labeled as being very capable they méfabt-tracked” and given more
training and afforded more opportunities to advanddeir company. Many of our
gifted students have exceptional talents in soreasaand not in others, so we need to
also explore pull-out gifted programs that woulldwalstudents to excel in their area of
giftedness and still give them support in otheaaref education with other gifted

students.
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| also recommend that research involving the weilixg and life development of
gifted students be investigated. Only considetitegacademic promise does a disservice
to the student. The lifetime development of gifstéadents needs to be considered. This
research found a theme of spirituality and or relign many of the participants. This
religious or spirituality may be due to their “g@ftness,” their natural curiosity, or
perhaps a carry-over of their upbringing in a médclass urban setting. According to
Noble (2000), well-being in gifted adults can b#uanced by spirituality. | believe
continued efforts to seek an understanding offthding are warranted.

Conclusion

Based on the interview results, the unique giftexyram in this study had an
impact on the lives of the participants interviewdRkflection on the lived experience of
being labeled gifted caused participants to sometiuiew their lives more positively
than before the interviews. Seven themes emerged the interviews: (a) expectations,
(b) social, (c) label, (d) spiritual/religious, (@pact, (f) lack of high school support, and
(9) lifetime well-being.

The gifted program contributed to the lived expecee of the participants in
several ways. Perhaps most importantly the gitibdl seemed to manifest itself as a
self-fulfilling prophesy that participants wouldale successful, fulfilling lives. It gave
the participants an expectation of success ana gattern for their lives. For many, the
ability to think for themselves and the encouragaine seek answers that the gifted
program instilled in them led to a sense of spaity in their life and a feeling of
satisfaction with their lives. The participantsahad a much higher than average

college graduation rate for the time. An unexpgctetcome was the bond that was
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formed between the participants through the inevyrocess-sharing memories of a
common experience 50 years ago. Perhaps postredimg could be beneficial to the

lives of all students.
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12.

13.

Appendix A

Interview Questions
What did it mean to you to be labeled gifted?
What effect did being gifted have on your r@aship with your siblings? Your
parents? Your family? Other students?
Did you experience any difficulties as a giftduld? What were they?
Tell me about your experience with the giftedgram during elementary school.
Did the format of the program (pull-out or segated program in elementary
school) meet your needs?
What is your opinion of the teachers in theegifprogram (elementary school)?
What impact did going to another school havgaur family? On you?
What were the advantages of the program?
What were any disadvantages?
Tell me about your experience with the gifteognam during high school.
What is your opinion on tracking programs ia gublic schools?
What was the lifelong effect of the gifted prag?
How would you rate your life on a scale of 1+wlith 10 being the most

successful and why?
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Appendix B
Questionnaire
1) What is your level of education?

High School Associates Bachelors astéds Doctorate

2) What degrees do you hold?

3) Did you attend college right after high school?

If not, what did you do?

4) Did you receive AP credit when you started g#/@ How many?

5) Where did you go to college?

6) Describe your college experience

7) What was your parent’s level of education?

8) Whatis your children's level of education?

9) Were your children in gifted programs?

10) Did your involvement in the gifted program urghce educational decisions for your

children? How?

11) Compare the program you were part of to thgoat children if they were in a gifted

program.

12) Did the gifted label have a psychological intpart you? How?

13) What extracurricular activities were you invedvwith in elementary school? High

school? College?
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14) What teacher had the biggest impact on yolementary school? High school?

How?

15) What elementary school did you attend prightogifted

program?

16) What elementary school did you attend as dateogifted

program?

17) What long-term relationships have you maintaiwéh fellow students from the

program?



LIFETIME EXPERIENCES OF BEING GIFTED 175

Appendix C

Consent Form

Lindenwood University School of Education
209 S. Kingshighway
St. Charles, Missouri 63301
Informed Consent for Participation in Research Vitiis

“The lifetime experiences of being labeled “gifted” case studies of students in a 1959 public schayfted
program.”

Principal Investigator: Jack Beckerle, MA, MBA €phone: 636-949-4572 E-mail: jbeckerle@lindemivedu

Participant Contact info

You are invited to participate in a research steolyducted by Jack Beckerle and Dr. Cindy Vitalbe Purpose of
this research is to determine the meaning and ingfdaeing in this program of students who entehedSt. Louis
Public School’s Gifted Program in September of 1868 January 1960.

1. a) Your participation will involve an interview (jperson or by phone) conducted by Jack Beckerlatamur
experience in the Gifted Program. The conversatiitirinclude personal experiences, anecdotal thésighd
lifetime experiences. These interviews will be meleal to ensure accuracy. Audio and/or video reogslmay be
used.

b) The amount of time involved for your particigatiwill vary but should not be more than 1-2 ho#ifty-one
former students have been identified as potentiajests.

3. There are no anticipated risks associated withrdsearch.

4. There are no direct benefits for you participaiim¢his study. However, your participation may aimite to
knowledge about the success or failure of gifteltt@ut programs and may help our society realize th
importance of and the needs of our gifted students.

5. Your participation is voluntary and you may ckemot to participate in this research study avitbdraw your
consent at any time. You may choose not to ansmegaestions that you do not want to answer. YdUNDT
be penalized in any way should you choose not tiiciizate or to withdraw.

6. We will do everything we can to protect younvpiy. As part of this effort, your identity will hbe revealed in
any publication or presentation that may resultfithis study and the information collected will @min the
possession of the investigator in a safe location.

7. If you have any questions or concerns regarttirsgstudy, or if any problems arise, you may ta investigator,
Jack Beckerle at (636)949-4572 or his Faculty Aalyi®r. Cindy Vitale at (636)949-4315. You mayaassk
guestions of or state concerns regarding yourgipatiion to the Lindenwood Institutional Review Bo&lRB)
by contacting Dr. Jann Weitzel, Vice PresidentAoademic Affairs at (636)949-4846.

I have read this consent form and have been ghewopportunity to ask questions. | will also beegi copy of
this consent form for my records. | consent topasticipation in the research described above.

Participant's Signature Date Participant’s Printed Name

Signature of Principal Investigator ___John R. Beckerle_
Date Investigator Printed Name
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Appendix D

Interview Request

Dear Paul,
It was great speaking with you this morning andhkisafor agreeing to help out. As | said this mogniham

completing my doctorate in education and need help with some research. As you may know the Urides has
fallen behind many countries educationally, esplydia math and science. These other countriegakiag their best
and brightest, at an early age, and giving themdbks they need to excel. We, on the other haade lcut back on or
completely eliminated “gifted programs” from thergoulum in many of our public schools. In the poldchool
districts that have gifted programs the studentg omly have an opportunity one day a week or a leaphours per
week to work with other gifted students and witacteers who understand the needs of these taleoted)ypeople.

The purpose of my research is to determine thel lesperiences of students who started the “Gifted
Program” of the St. Louis Public Schools in 1958 4860. | want to see how we perceived the progdidnwe
benefit from it, etc. To do this | want to spealstadents, like you, who entered the St. Louis uthool gifted
program in September of 1959 or January of 1968hort, what did the program mean in your life?dding so, |
hope to show the worth of complete pull-out progsdar our gifted students and also bring attent@their needs.
My research question is: How did the students whded in the “Gifted Program” of the St. Louis fialschools in
1959 and 1960 benefit from it? My research willlie educational, personal and anecdotal informatio

This is where you come in. | would like to intemvigou about your life experiences since being & th
program. It is hard to believe we have been otiigii school for over 40 years! And even hardereiielve we began
the “Gifted Program” almost 50 years ago! Even titoit has been some time since | have spoken witheaynd much
has changed in both of our lives | am sure welvélable to revive some memories and maybe ada:tetiearch on
gifted students. | have also included a writterveyrand a consent form (and an extra form for yoketep) which |
would appreciate you filling out and return to me.

Thanks again,

Jack Beckerle, MA, MBA
Associate Professor
Lindenwood University

jbeckerle@lindenwood.edu
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Appendix E
Aggregate Questionnaire Question 1 Responses

What is your level of education?

16

14

12

10

High School (n=4)
Associate (n=2)

Bachelor (n=8) 8
Masters (n=14)
Masters+ (n=2) 6
PhD/EdD (n=3
4 -
] _ _
0 -
A

Note.The vertical axis is number participant responses.
There were a total of 33 responses to this question
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Appendix F
Aggregate Questionnaire Question 7 Responses

What was your mother’s level of education?

25
20
15

Unknown (n=1)

Elementary (n=3)

High School (n=22)

Some College (n=4) 10

Bachelor (n=2)

Master (n=1)
5
. m N .I|L

Q& A ) 2 o ©
SHEE R N CANC
RS N R
() . (Z
AR S

Note.The vertical axis is number participant responses.
There were a total of 33 responses to this question
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Appendix G
Aggregate Questionnaire Question 7 Responses

What was your father’s level of education?

16
14
12
10
Unknown (n=2)
Fifth grade (n=1) g .
Elementary (n=8)
High School (n=14)
Some College (n=5 ® 1
Bachelor (n=1)
Masters (n=1) 4 1
JD (n=1
2 -
0 .
Q& ¢ QA > 2 ) Y
\é\O @,bb e&'/z;‘ o L ¥ o\\é’o fbé\éo @lg}é S
O & QQS(\ ‘2\\?}\ c)o((g/ Q

Note.The vertical axis is number participant responses.
There were a total of 33 responses to this question
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Appendix H
Aggregate Questionnaire Question 12 Responses

What was lifetime effect of the gifted program?

12

10

8
No Impact (n=7)
Positive Impact (n=10) 6
Negative Impact (n=8)
Neg/Pos Impact (n=8)
4
2
O T T T

No Impact Positive Nagative Neg/Pos
Impact Impact Impact

Note.The vertical axis is number participant responses.
There were a total of 33 responses to this question



LIFETIME EXPERIENCES OF BEING GIFTED

Appendix |

Aggregate Interview Question 12 Responses

181

How would you rate your life on a scale of 1-10 wht10 being the most successful?

7 (n=2)
7.5 (n=1)
8 (n=2)
8.5 (n=2)
9 (n=10)
9.5 (n=4)
9.75 (n=2)
10 (n=8)
10+ (=2)

12

10

0 -

7

7.5

8

8.5

9

95 975 10

10+

Note.The vertical axis is number participant responses.

There were a total of 33 responses to this question
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Administration and serves as Chair of the Fire Rathmedic degree program at
Lindenwood University. He teaches a full classesitle and as Chair of one of
the fastest growing degree programs on campus,eBleskresponsibilities
include advising and counseling students as welleasing with two off-site
facilities that provide training for the fire andnamedic students. He has a
Bachelor of Arts degree in Business Administratiasters of Art degree in
Nonprofit Administration, a Masters of Business Adisiration degree and
anticipates completing his Doctor of Education ict@der of 2013.

Prior to his teaching responsibilities, Beckerkswesponsible for recruiting
students for two Lindenwood satellite campusesealsag providing in-house classes at
businesses in the area. Prior to his current slati¢indenwood he held a variety of
management positions in distribution, logistics #malretail industry. Beckerle also has
shown the ability to build teams and develop penstnHe has experience in
procurement, facilities management, human resopti@ssportation, risk management,
and strategic planning.

In the community, Jack serves on committees amaddsoof the Campus YMCA
at Lindenwood University and the Greater St. L&riga Council, Boy Scouts of
America. At Lindenwood he serves on the Presidattietic Advisory Committee and
the Academic Standards Committee as well as beaegley Advisor for the Alpha PHI
Omega National Service Fraternity and the Studeéhlefe Advisory Committee. He

was also voted Professor of the year twice at lnmaed University.
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